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This research seeks to explore cultural explanations of 
educational achievement of Gujarati children of junior school age. 
Chapter one establishes the multicultural education context of the 
research. In the second chapter, researches relating to the 
Gujarati communities in Britain are reviewed. The third chapter 
is concerned with development of a deductive theory on the basis 
of a set of propositions. These propositions encapsulate findings 
from research as well as theoretical insights into the educational 
achievement of Asian children. The chapter ends with a series of 
hypotheses about socialisation and cultural experiences of the 
pupils in the family and their achievement in school as well as 
about ’stress’ between home and school. The fourth chapter 
entitled The Research Procedures provides an account of 
instrumentation undertaken in the light of the discussions in the 
previous chapters. The instrumentation is in the form of grids 
consisting of a matrix of ten constructs and twelve elements and 
relate to Achievement, Culture and Curriculum. The chapter also 
includes a description of the independent variables constructed 
from the grids. Explanations are also provided for the bases for 
the selection of statistical techniques used. The results of 
various statistical analyses form the subject matter of the 
following three chapters entitled Discussion of Results (Chapter 
Five), Achievement, Culture, and Curriculum (Chapter Six), and 
’Deviant Cases’ (Chapter Seven) respectively. Regression analyses 
are used to test the deductive theory. The findings indicate that 
the deductive theory is not supported by the evidence. Indscal
analyses are used to derive salient dimensions in groups with 
regard to achievement, culture and the curriculum, which are 
described in Chapter Six. The grids for six ’deviant cases’ are 
analysed individually using principal components analysis in order 
to gain further understanding of the results. This analysis 
highlights certain characteristics of high achieving and low 
achieving pupils. These are presented in Chapter Seven. The 
final chapter, entitled Retrospect and Prospect (Chapter Eight), 
provides a discussion of triangulation in theory and method to 
increase the utility of deductive theories and as an aid in 
further development of ’middle range’ theories. The chapter ends 
with suggestions for further research.
Chapter Heading Page
Acknowledgements. 8
One The Context of Research. 9
Two Gujaratis Abroad : A
Review of Research. 46
Three Theoretical Development. 78
Four The Research Procedures. 121
Five Discussion of Results. 181
Six Achievement, Culture, and Curriculum. 202
Seven ’Deviant Cases’ 248
(Statistical Appendix) 306
Eight Retrospect and Prospect. 330
Bibliography. 345
Appendix One. Results of Regression Analysis. 360
Appendix Two. Measures. 383
Appendix Three. ’Pilot’ Interviews. 391
Table No. Brief Title Page
1 Variance in the Dependent 175
Variables.
2 Intercorrelations among the 175
Dependent Variables.
Hypothesis One.
3a Intercorrelations. 360
3b Regression Results.
3c Interactions. 361
Hypothesis Two.
4a Intercorrelations. 362
4b Regression Results
Hypothesis Three.
5a Intercorrelations. 363
5b Regression Results.
5c Interactions. 364
Hypothesis Four.
6a Intercorrelations. 365
6b Regression Results.
Hypothesis Five.
7a Intercorrelations. 366
7b Regression Results.
7c Interactions. 367
Hypothesis Six.
8a Intercorrelations. 368
8b Regression Results.
Hypothesis Seven.
9a Intercorrelations. 369
9b Regression Results.
9c Interactions. 370
Hypothesis Eight 
10a Intercorrelations. 371
10b Regression Results.
Hypothesis Nine.
11a Intercorrelations. 372
11b Regression Results.
11c Interactions. 373
12a
12b
Hypothesis Ten. 
Interactions. 
Regression Results.
Table No. Brief Title Page
13a
Hypthesis Eleven. 
Intercorrelations. 375
13b Regression Results. 375
13c Interactions. 376
14a
Hypothesis Twelve. 
Intercorrelations. 377
14b Regression Results.
15a
Hypothesis Thirteen. 
Intercorrelations. 378
15b Regression Results.
16a
Hypothesis Fourteen. 
Intercorrelations. 379
16b Regression Results.
17a
Hypothesis Fifteen. 
Intercorrelations. 380
17b Regression Results.
18a
Hypothesis Sixteen. 
Intercorrelations. 381
18b Regression Results.
19a
Hypothesis Seventeen. 
Intercorrelations. 382
19b Regression Results.
No. Title Page
1. Achievement Grid (Constructs) 232
2. Achievement Grid (Elements) 233
3. Culture Grid (Constructs) 235
4. Culture Grid (Elements) 236
5. Curriculum Grid - School A (Constructs) 238
6. Curriculum Grid - School A (Elements) 239
7. Curriculum Grid - School B (Constructs) 240
8. Curriculum Grid - School B (Elements) 241
9. Pseudo-subjects. Achievement Constructs 242
10. Pseudo-subjects. Culture Constructs 243
11. Pseudo-subjects. Curriculum Constructs 244
12. Placing of Pseudo-subjects. 245
Achievement grid.
13. Placing of Pseudo-subjects. 246
Culture grid.
14. Placing of Pseudo-subjects. 247
Curriculum grid.
✓
A number of people have been helpful in shaping this research 
into its present form. It is my pleasure to record a debt of 
gratitude to these individuals.
First and foremost, I wish to express my deep sense of gratitude
to my Supervisors, Mr Michael Procter and Professor Peter Abell.
Mr Procter took responsibility for this research when it was a
mere idea; and guided its development through all its complex
0/(c.
stages. Faults that inadvertently remain my own responsibility
A
and reflect my own limitations. Professor Abell helped at the 
major critical stages of the research and I am very grateful for 
his encouragement and support. I wish to thank most sincerely the 
Head Teachers of the two schools in which the research was 
conducted. Mr S. Chaplain and Mr F. Finney extended utmost 
co-operation for the work and expressed very keen interest in it.
I am also grateful to the staff of the two schools and the 
children who made the study possible. My thanks are also due to 
Mr David Bish and Mrs Valerie Harmer and the staff at the 
University of Surrey Computer Centre for their help and support at 
all stages of the research. Last but not least, I wish to thank 
my wife Manorama and my sons Jaldhar and Yashdhar who accepted 
uncomplainingly a considerable upheaval to family life to enable 
me to complete this research. I have valued this support and this 
work has benefited from it.
ADDENDUM
The Main Findings
In this section, the main findings of this research are 
highlighted and their significance is commented upon.
Chapter Five reported the discussion of the results. The main 
trends from regression analyses led to the conclusion that the 
"middle range" theory postulating the association between factors 
within the Gujarati children's cultural experiences within the 
family and their achievement in school was not supported by the 
evidence in this research. The cultural explanations of the 
educational achievement paradigm could not be sustained when 
subjected to testing by rigorous methodology. This finding is of 
considerable significance in a number of ways. By offering 
falsification of a prevalent paradigm, it ensures scientific 
progress by enabling replacement of that unsustainable paradigm 
through possible formulation of an alternative. It also 
emphasises the importance of methodological rigour - in the form 
of operationalization of key variables. In doing so, it sets out 
a possible format for paradigm-testing. The significance of this 
result for teachers and policy makers is in the form of a reminder 
that cultural explanations, at best, have a descriptive value. It
is imperative that such explanations are only treated as pointers, 
and actual policy decisions need to be based on knowledge about 
the children and their family backgrounds. An associated finding 
is that school-related measures of educational achievement, 
especially group measures, are not entirely appropriate for 
particular cultural groups. The results indicated that one 
measure - The Thinking Level Test - which had its empirical base 
in an identical linguistic/cultural group - appeared to be more 
appropriate.
The falsification of "middle range" theory in relation to 
Gujarati children has a further implication for other cultural 
groups. In view of the overgeneralized nature of the term "Asian" 
when used in the literature on multicultural education in 
reference to the groups from the Indian sub- continent, it is 
probably a justifiable assumption to make that the cultural 
explanation paradigm is taken to apply to Bengali, Panjabi, and 
Urdu-speaking pupils as well. The methodological rigour of this 
research proabably means that such an assumption may be open to 
question.
The next set of results relates to the analysis of the three sets 
of grids based on multidimensional scaling. From the analysis of 
constructs in the achievement grid, it is possible to note two 
specific features of parental attitudes to children's educational 
achievement. One is that the active parental role implies a 
parental willingness to spend money on education in contrast to
their involvement in details of the child's educational 
experience. Second, the emphasis, in terms of socialisation for 
educational achievement, appears to he on being directive to the 
child. The two sets of conclusions mean that the Gujarati 
parental role is much more restrictive when judged by the criteria 
of progressivist trends in British primary education or views 
about the possible role for parents in the child's education. The 
directive form of socialisation experienced by Gujarati children, 
too, flies in the face of child-centred ideologies generally 
acceptable in educational contexts. The significance of this set 
of results is for the need for appropriate conceptualisation of 
parental role and the nature of children's socialisation 
experience.
A similar analysis of elements in the same grid demonstrated the 
salience of the division of generations in terms of social and 
emotional distance from Significant Others. The polarisation 
along age lines is natural and understandable. The second 
division, in contrast, is particularly important in that it 
indirectly draws attention to the role the extended family plays 
in the child's growth. Within the extended family, a set of rules 
govern social status related behaviour, and bonds of emotional 
relationships criss-cross the formal relationships. In other 
words, a Gujarati child has a wide grouping of significant others 
to draw from for emotional support.
The next set of conclusions are based on the dimensions relating
to culture constructs. This analysis suggests that cultural 
retention and loss are important considerations in the Gujarati 
child's experience of his own culture. A further finding suggests 
that this experience of culture can best be understood in terms of 
abstract and concrete sybolism. The significance of these 
findings is that even where there is evidence of cultural loss 
there may still be traces of abstract symbolism relating to 
culture. Another way of interpreting this finding is to assert 
that judgements about acculturation of Gujarati children may at 
best remain at a superficial level if based on evidence relating 
to cultural retention and loss. On the other hand, symbolism 
relating to culture, whether abstract or concrete, would rely upon 
the use of language to quite a considerable extent. The major 
significance of this finding is therefore that it provides scope 
for bringing in the importance of language as an aid in 
interpreting and evaluating one's own culture as well as 
acculturation to the second culture.
The analysis of elements in the culture grid points to the 
possibility of culture-related attitudes being of two kinds - 
traditional and contemporary. An addition to this finding is that 
the differences between generations with regard to attitudes to 
culture highlight age as a crucial feature. The significance of 
this finding is that a great degree of traditionalism probably 
goes hand in hand with the older generation. In contrast, the 
younger generation appear to bring contemporary attitudes to their 
view of culture. Considered in this form, this finding suggests
two major implications. A contemporary attitude to one's own 
culture does not necessarily mean disavowal of it. Rather, it 
means a critical view of culture which results in much stronger 
conviction about its value. The acceptance of culture after a 
critical appraisal makes its acceptance much stronger and more 
durable. It is such a process which leads to acculturation to the 
receiving society without necessarily losing one's own culture.
For teachers and policy makers, these findings suggest that they 
need not involve themselves in fostering maintenance of ethnic 
cultures but instead should concentrate on helping children's 
exercise of critical attitudes to their cultures. This latter 
approach can turn out to be as much of educational as of social 
value.
The findings about perceptions of the school curriculum may be 
taken together. In one school, it appears that the view of the 
curriculum is dominated by the amount of interest it generates and 
its relationship to the future. It also seems that the areas of 
the curriculum found to be of interest also relate to the child's 
future needs and goals. The significance of this finding is that 
not only is there no immediate satisfaction associated with the 
curriculum, teachers judging children on the basis of interest may 
lead themselves to wrong conclusions. A similar analysis of 
elements suggests that own-culture orientation dominates 
children's perceptions of curriculum elements. This is 
supplemented by interest in the academic content. The 
significance of these findings is that preference for own culture
orientation provides a set of criteria for judging school 
subjects. These criteria are rendered explicit by the 
polarisation between academic and non-academic.
In the second school, the children's perception of curriculum 
constructs focuses on the benefits of the curriculum and the 
judgements they made of the curriculum. In particular, the 
consideration appears to be whether the benefits are extrinsic or 
intrinsic and whether the curriculum is judged appropriate or not. 
The implication of this finding is that not only do these 
evaluations dominate children's perceptions, but these criteria 
are also in line with children's predisposition to high 
educational achievement. There is here a fit between the 
socialisation for achievement which the children experience and 
the benefit and appropriateness of criteria they employ for 
evaluating the curriculum. Teachers and policy makers probably 
need reminding , on the basis of this finding, that they would do 
well to bear these criteria in mind while putting across the 
issues of school curriculum to parents. A similar analysis of 
curriculum elements shows that school subjects are perceived in at 
least two ways: the extent to which they provide a means of
abstract and concrete expression, and whether the subjects are 
seen as formal or informal part of the curriculum. The abstract 
forms of expression as well as the formal nature of the curriculum 
provide the positive ends of the perceptions. This suggests that 
the subjects which have these attributes are received favourably 
by Gujarati children and their parents. To continue with the
point made earlier about putting the curriculum issues across, 
interest on the part of parents in these attributes of the 
curriculum should form the basis for dissemination and 
explanation.
A comparison of the perceptions of groups stratified along the 
lines of religion, sex and school also provided some interesting 
findings. One conclusion is that for Gujarati children 
differentiation in achievement socialisation on the basis of 
religion and sex does not occur, at least while the children are 
attending junior school. There is here a suggestion that the 
study population is homogeneous. Also, a further implication of 
this finding is to look to adolescence and beyond for 
religion-specific and sex-specific differentiation in 
socialisation for achievement. The final implication of the 
findings is that, at least at this age level, Gujarati children 
experience pressure for achievement or the lack of it, regardless 
of religion and sex. In contrast, clear differences between the 
Gujarati children in the two schools emerged. In School B, the 
parental influence could best be described in the form of 
achievement socialisation of the supportive and unsupportive kind. 
The significance of this finding is that it highlights the school 
differences. It is important to make the distinction here between 
supportive achievement socialisation and pressure for achievement. 
The former indicates emotional involvement in children on the part 
of the parents. The latter, as a contrast, suggests that children 
are the recipients of a particular form of influence. It is not
easy to see to what extent these differences reflect types of 
neighbourhoods served by the two schools or the parental response 
to the ethos of the two schools. Teachers and policy makers need 
to be mindful of both the possibilities as they can be equally 
real. Further, the recognition of the type of neighbourhood or 
the school ethos may provide important qualitative basis on which 
to evaluate parental and children's response to schooling.
The next part of the analysis brings out the differences in the 
perceptions of culture constructs. Basically they could be 
described as Popular and traditional culture and Secular and 
religious attitudes. Again groups did not differ on the basis of 
religion and sex but the differences between schools emerged. One 
specific finding which is apprpriate for commenting on is that for 
girls in School A, Popular and traditional culture seem to be 
particularly salient. The implication of this finding is that for 
Gujarati girls, the view of own culture becomes increasingly 
dichotomous along popular-traditional lines. The former has to do 
with making specific adjustments in the understanding of own 
culture whereas the latter indicates a fairly strong alignment to 
the original culture. The significance of this finding is that 
there a danger or regarding one evaluation positively and the 
other negatively. Teachers and policy makers need to be sensitive 
to the dichotomy and regard the seemingly negative evaluation as 
the basis to build on. This is another way of saying that as 
cultures come in contact, at least one culture experiences the 
pressure of modification and change. In that situation, teachers
can act as agents by understanding the relative merits of the 
stages of culture described here as "popular" and "traditional".
The findings of the analysis relating to the curriculum grid 
indicated that the group differences were perceived in terms of 
the usefulness of the curriculum and the satisfaction being 
derived from it. The usefulness dimension appeared to 
differentiate between the two schools. The significance of this 
finding lies in the fact that perception of lack of usefulness can 
affect pupil attitudes and morale in school in a major way. 
Teachers and policymakers need not assume uniform perception of 
the intentions of the curriculum in their dealings with parents.
As far as Gujarati children, and their parents, are concerned, the 
best ways of presenting curriculum matters need to be based on the 
criterion of usefulness.
The next set of findings arise from deviant case analyses used 
for highlighting the differences between overachievers and 
underachievers. It is possible to note certain constructs from 
the three grids which have salience for overach-ievers. These 
salient constructs also provide a separation from underachievers. 
We now note them and comment on their significance. There is an 
indication that overachievers experience socialisation for 
achievement which is specific with regard to ends as well as 
means. Also, there is a suggestion that the older generation, 
particularly the grandfather, is a source of influence in school 
achievement. As regards maintenance of culture, the salience of
religious pride as well as of its practical expression mark this 
group.
This group’s perception of the curriculum indicates a 
laissez-faire attitude. Taken together, the account of salient 
constructs provides a picture of overachievement being the outcome 
of specific forms of socialisation and cultural maintenance 
through clear religious identity. These two influences appear to 
be sufficiently potent to disregard any attitudes to the school 
curriculum.
In contrast, underachievers have a different set of features in 
common. There is strong parental influence on the children, with 
regard to socialisation for achievement. However, it appears to 
be experienced in isolation and does not seem to be particularly 
fruitful. The particular problem of parents of this group seems 
to be their inability to develop and set up appropriate means for 
the ends they wish to achieve for their children. In contrast 
with the overachievers, the cultural experience of underachievers 
features Gujarati literacy in the home, traditional food habits 
and daily religious worship. These comparsions lead to the view 
that the cultural experience of overachievers, though very potent, 
is less trad-itionalistic, compared to that of the underachievers.
The biggest contrast between the two groups is in the perception 
of the curriculum. The underachievers seem to put their faith 
firmly in the school curriculum as a means of achieving their
future goals. Quite possibly, high expectations of the junior 
school curriculum for the future apparently arise from the 
assumption of continuities in the goals of the curriculum at 
primary and secondary levels. That such continuities may not 
necessarily exist is a matter of detail which Gujarati parents may 
or may not grasp. It is possible to suggest on the basis of the 
deviant case analysis that underachievement is a characteristic 
feature in groups with high expectations of schools but lack of 
detailed knowledge of their working. The implications for 
teachers and policy makers are that they have a duty to spell out 
the role of schooling in a contemporary, multicultural society. 
They need in particular, to explain to parents of other cultural 
backgrounds the evolution of the educational ideologies in the 
past two or three decades and how they are endeavouring to educate 
the children for social and technological changes of the future. 
The combination of underachievement and high expectations merits 
such a far-reaching approach.
Chapter 1
The Context of Research
The purpose of this chapter is to place the research in the 
context of multicultural education. Two major educational issues 
are isolated. One is about the treatment of ethnic minority 
groups from the point of view of schools and teachers. The other 
can be generally described as Outcomes of education1. Together, 
the two themes provide a perspective on educational progress of 
ethnic minority pupils within the framework of an essentially 
monocultural, elitist and selective school system.
1.1 The ’Push - Pull1 Paradigm
While the British Isles have a long history of receiving foreign 
populations, and even a 'coloured1 presence has been noted in 
history from the Elizabethan times onwards, immigration of people 
from the 'new' commonwealth is a comparatively recent phenomenon. 
In 1951, of the 1.6 million people living in Britain who were born 
outside the U.K., 0.2 million were born in the New Commonwealth.
By 1971» the number in this category (i.e. those born in the New 
Commonwealth) had increased to 1.2 million people (The Runnymede 
Trust and the Radical Statistics Race Group, 1980). Successive
legislation, introduced from 1963 onwards, sought to shape the 
in-flow of immigrants in various ways; and in doing so, had the 
effect of generating new areas of social concern like race 
relations, racial discrimination and cultural pluralism. These 
became focuses of state policy and action over the years.
The paradigm which most aptly summarises the period of 
immigration from mid-fifties to mid-seventies is push-pull. The 
push factors were lack of opportunities at home, search for better 
economic prospects, and political circumstances. Lack of 
opportunities was responsible for doctors and other qualified 
class, for example. The pressure on land and general economic 
conditions exemplified the second set of factors. The entry into 
Britain of British passport-holders from parts of East and Central 
Africa was influenced by political changes. The earliest movement 
of population out of the Indian sub-continent under the operation 
of pull factors can be dated to the legislation pertaining to 
indentured labour as well as the first thrust to open the 
continent of Africa. Immigration of Indians to South and East 
Africa, Fiji, Mauritius and the West Indies was the direct 
consequence of these pull factors. The shortage of manual labour 
and qualified manpower coincided with rapidly growing economy of 
post-war Britain and also of many countries of industrial Europe. 
The older political ties between Britain and the newly-independent 
countries of the Commonwealth exercised an emotional pull to the 
mother country and was particularly marked by educational and 
cultural motivation. This movement from ex-colonies to Britain
has also been seen as a major phase of neo-colonialism with 
Britain and other industrial countries of Western Europe 
continuing in their imperial power role. Apart from the South 
Asians, the Irish and the East Europeans, too, had responded to 
pull factors of the British economy (Kitwood and Bottrill, 1980). 
This paradigm explains the economic motivation in migration but 
remains at a generalised level. The matters which interest 
sociologists, for example, the cultural/societal factors operating 
upon the groups which participated in immigration are only hinted 
at. Thus while the major economic factors might have dominated 
the motivation of immigrants, the economic factors cannot be 
really separated analytically from societal/cultural factors.
This becomes much more evident as we leave the push-pull paradigm 
and the generalised picture.
1.2 The changing paradigm
The major point to make at this stage is that the push-pull 
paradigm relates to the behaviour of adult immigrants, temporally 
prior to settlement. It is generation-specific and offers only a 
limited scope for consideration of majority-minority relations in 
the country of settlement. When immigration is viewed 
cross-generationally, that is in the way it affects the first as 
well as the second generation, the frame of analysis used in the 
push-pull paradigm no longer holds. The interplay between the 
societal factors of the majority society and the social/cultural 
factors operating within various ethnic minority groups produces
particular attitudes and responses, especially within the 
political framework of a Western industrial democracy. The two 
paradigms relate the adult minority population \p the economic 
institutions of the majority society in an obvious manner, 
although the precise quality of this relationship must depend upon 
the nature of a particular society. In contrast, the children of 
ethnic minorities relate to the educational institutions of 
society, again, in an obvious manner. How schools respond to the 
presence of ethnic minority pupils within their intake and what 
happens to this segment of the pupil population make up at least 
two of the major themes in multicultural education. Some of the 
extensions of the first theme are in issues like the selection and 
placement of ethnic minority pupils, introducing multicultural 
elements within the school curriculum, and anti-racist teaching. 
The second theme draws attention to debate and controversy 
surrounding educational achievement/underachievement of ethnic 
minority pupils, especially West Indian pupils. The account which 
follows focuses on the second theme while the first cannot be 
totally isolated and looms certainly in the background. Of the 
two groups to be discussed now - West Indians and Asians - the 
emphasis will be on noting the relevance of the paradigms to 
understanding the status of Asians in multicultural Britain. To 
be specific, Gujaratis can be taken as a case study. The pull 
factors resulted in their migration to parts of Africa, as well as 
to Britain. The push factors which operated in Gujarat in the 
modern period of migration were predominantly economic. (This 
point is amplified in Chapter Two). The cultural factors which
guided, or at least influenced, these economic factors have always 
been either overlooked or given the briefest of mention. Yet 
uncovering the cultural roots of response to economic factors has 
considerable potential in an understanding of immigration. This 
is especially important in that, with the cultural values being 
passed on intergenerationally through the socialisation of the 
second generation, some of the cultural motivation of economic 
behaviour is bound to characterise such socialisation. The 
culturally conditioned immigrant behaviour also gets progressively 
modified in relation to the majority society. The second paradigm 
noted becomes particularly relevant for understanding both the 
process of adjustment to the majority society in which adult 
immigrants engage and the responses to the majority society which 
the children of immigrants generate as they learn the language, go 
to school, and interact with their peers in the majority section 
of society. The background of the two paradigms jointly provides 
the framework within which some of the issues and practices of 
multicultural education might be examined.
1.3 Multicultural Education Trends in Literature Surveys
In the field of education, the precise area in which the issues 
relating to majority and minority sections in society . 
debated came to be called multicultural education. By and large, 
it has remained at the 'applied* and policy level, with 
theoretical underpinnings coming from various sources and 
remaining largely unstated. It would not be an exaggeration to
claim that the field is atheoretical. Looking at the practical 
concerns expressed within the field, it is possible to group these 
under two broad headings as noted earlier. Before coming on to 
these two themes, it would be useful to note, from literature 
surveys, how the applied problems of education have been regarded 
and tackled. One remark is especially apposite at this stage. In 
beginning to consider the educational problems of ethnic minority 
pupils, the tendency developed to problematize the groups in 
question and the distinction between a problem and the group 
became blurred over time. This is certainly in evidence with 
regard to West Indian pupils. There will be occasion to take up 
this matter again.
In an early review of research, Goldman and Taylor (1966) list 
the following specific problems: problems in determining ability
levels, linguistic difficulties, cultural factors, and social 
education in a multiracial society. Goldman (1969)t as well as 
reiterating this catalogue, also went on to suggest that the 
problems of immigrant children arose from 1 social disadvantage* 
and that these were similar to those of * indigenous socially 
disadvantaged children in slum and problem areas*. The 
implication was that immigrant children were a problem because of 
who they were or because of the people with whom they were 
associated. Bagley*s (1973) review, too, uses the problem 
perspective but makes some progress in thinking in that the policy 
dimension is also included. Among the areas considered in this 
review are : social organization, integration and assimilation,
the teaching of English, intelligence testing and educational 
placement, home background and deprived areas, immigrant teachers, 
prejudice in schools, and teaching of tolerance.
Three major themes emerge from Taylor’s (1974) wide-ranging 
review of the literature. In line with the selection function of 
schools, the issues of determining ability levels appear to occupy 
the attention of researchers. Related to that is the issue of 
language education, particularly that of English as a second 
language. In a system in which English is the dominant language 
of society as well as the language of schooling, the issues of 
ability and language become confounded, especially in the way they 
affect children who learn and speak English as a second language. 
The second major theme of Taylor’s review is the implication of 
cultural factors in the education of immigrant children. Among 
the cultural factors included are: the adjustment of immigrant
children, the attitudes of parents, attitudes of school staff and 
administrators, peer group friendship patterns, attitudes of the 
wider host society and the attitudes of immigrant children and 
adolescents. The third theme is that of educational practice.
This relates to developments in compensatory education. It is 
clear from this review that while placement of immigrant pupils in 
the ’problem’ category has not changed, the groups are at least 
being seen in relation to the nature of the educational system. 
Further, there is also some evidence in the researches that 
responses of the immigrant groups (both parents and children) to 
the educational system are being recognised and better understood.
The problem perspective interpretation of the early research is 
confirmed in views expressed by Tomlinson (1977) when she says of 
the literature : "In the main, it largely reflects the ways in
which policy makers, adminstrators, schools and teachers have 
conceptualised the problems that black children create for an 
education system dominated by a white, middle class, elitist 
ethos, and much of it has been produced with a problem-solving 
orientation." She notes some issues which appeared problematic in 
relation to the education system and as a result attracted 
research attention. They are problems relating to numbers and 
dispersal policy, problems arising from separate teaching (for 
example, of teaching English as a second language), teachers’ lack 
of knowledge of pupils* cultural background, (first) language 
needs of pupils in the light of the EEC directive, performance and 
achievement, identity and aspirations, and curriculum change for a 
multiracial society.
Commenting on research activities in multicultural education 
during the period 1970-*80, Craft and Craft (1982, p. 446) 
observed that the range of work attempted was "almost all of an 
applied nature and related to practical classroom matters: pupil
need and performance, educational provision, and teacher skills 
among others". They also point out the ’victim blame’ orientation 
of researches, reinforcing the problem perspective noted in this 
discussion. Adopting an international perspective, Grant and 
Sleeter (1985) noted the following themes emerging from their . 
appraisal (confined to journal articles) of multicultural
education literature: national policy, purposes and goals, models
of instruction, curriculum, instructional process, teacher 
education, calls to action, and arguments against multicultural 
education. It seemed, from this limited evidence, that there was 
very little research which utilized theoretical or conceptual 
analyses. The next two reviews of literature to be noted resulted 
from the setting up of a governmental committee of inquiry into 
education of ethnic minority pupils. The Committee itself was set 
up in 1979 in response to an earlier Report by the Select 
Committee on Race Relations and Immigration on "The West Indian 
Community" (1978) which had expressed concern at the poor academic 
performance of children of West Indian origin. The Committee’s 
terms of reference were extended to include the needs and 
achievements of pupils of all ethnic minority groups but the main 
attention still remained on West Indian children. As the 
Committee began their task, they commissioned from the NFER 
literature reviews to assist them in their, work. The Committee 
reported in two stages: the Rampton Report (1981) was an interim
report dealing with the pupils of West Indian origin. The Swann 
Report (1985) was the final report and concerned all ethnic 
minority groups. The literature reviews from the NFER dealt 
sequentially with West Indian pupils (Taylor, 1981), with pupils 
of South Asian origin (Taylor and Hegarty, 1985), with pupils of 
Chinese origin (Taylor, 1987) and a projected final volume (Taylor 
and Hegarty, forthcoming) about pupils of Cypriot, Italian and 
Vietnamese origin, together with Liverpool Blacks, and gypsies.
The authors also intend to include in the final volume a
consideration of yet another category of pupils, Vietnamese pupils 
of Chinese origin (Taylor, 1987). Conclusions from Taylor (1981) 
were as under: strong trend to underachievement of pupils of West
Indian origin in ordinary schools, and their experience of stress 
in the environment of ESN schools (pp. 216 - 217). About pupils 
of South Asian origin, Taylor and Hegarty (1985) remark on "a wide 
range of performance varying with the length of U.K. education, 
differentials in performance according to curriculum subjects and 
on mismatch on the part of Asian adolescents between educational 
attainment on one hand and vocational expectation and obtaining 
employment on the other, and discontinuities between the life of 
the home and the school".
1.4 Schools and Teachers
As noted earlier, within the education system, ethnic minority 
groups were problematized. However, the treatment accorded to 
Asians and West Indians differed in significant ways. Asian 
children were basically seen as posing merely a ’language1 problem 
- the judgement being whether they were proficient speakers of 
English or not. If they were not, the educational problems were 
reduced to the provision of space for English language teaching, 
obtaining qualified teacher^of English as a Second Language (ESL), 
and having financial resources for books and equipment. An early 
account of a primary school in Huddersfield (Burgin and Edson, 
1967), for example, documents how the school made provision for 
its Indian pupils who had recently come from the Panjab by
organising English classes within the school, by monitoring their 
progress in English and in school in general, and by obtaining ESL 
teaching materials from Australia because the materials available 
in Britain at the time were suitable only for teaching English 
abroad. This was a pioneering account, but there have been 
several descriptions of schools since then which document similar 
response^ West Indian pupils, too', were regarded as having a 
language problem. However, in conceptualisation, their language 
problem appeared to have two contradictory features. West Indians 
were perceived as native (?) speakers of English but having 
interference from Creole dialects as well as having language 
difficulties in common with indigenous pupils in inner city 
schools. The contradiction arises out of a confusion about 
sociolinguistic features of,xEnglish language use by West Indian 
speakers. On the one hand, interference from Creole is 
highlighted, and this means that English is being given the status 
of a second language. On the other hand, similarities with the 
difficulties experienced by disadvantaged indigenous children 
suggests that it is being regarded as a first language with speech 
features characteristic of a first language environment. The main 
reason for bringing out this contrast between different 
conceptualisations of language with regard to the two groups is to 
suggest differential consequences for the treatment of the two 
groups.
The language problems of West Indian pupils could easily get 
submerged in the language problems of inner city children. As 
against that the provision of English as a second language
teaching arrangements appeared legitimate educational response as
A
far as Asian pupils were concerned. The contrast in treatment is 
of sociological importance in that language is an important marker 
of social class differences. To the extent that ESL is regarded 
as a separate discipline, the learners of this subject do not get 
judged by the norms of the first language. Equating West Indian 
language use with that of the indigenous disadvantaged groups has 
the effect of subjecting West Indian group to the first language 
norms. While teachers and schools continued to take this view, 
the educational problems of the group naturally continued.
Schools gave a social construction to these problems by shifting
them in to  the area o f  b e h a v io u r .  The e x u b era n t ,  v o c a l  and
/
generally expressive behaviour of West Indian pupils was
sufficient to create negative stereotypes about behavioural and
adjustm ent d i f f i c u l t i e s .  Coard (1971) has provided an account o f
the background leading to^preponderance of West Indian children in
ESN schools. More recently, Tomlinson (1982) has remarked that
Heads used functional and behavioural criteria in the initial
VKL
ascertainment of West Indian pupils for placement in^ESN - M 
category. She also notes that the same Heads did not see Asian 
children as !a threat to normal order'. Their perception of Asian 
children was positive. They were regarded as 'keen on education' 
and as 'valuing the educative process'. There is some support for 
these perceptions in findings from an earlier research by Jelinek 
(1977). It was noted in that research that of all the ethnic 
groups in the sample, the pupils of Asian family background had 
the most positive attitude towards the multiracial school and were
the group most concerned about their school work. The false 
diagnosis of the language needs of West indian pupils can thus be 
seen as having consequences well beyond progress in language.
They appear to have led to wrong ascertainment and possibly low 
expectations on the part of teachers.
Up to now we have dealt with difficulties associated with false
V- A
definition of West Indian language problem. At one level,
/\
language adds a dimension in social stratification through its 
specific relation to a particular social class or a section of it. 
At another level, language serves as a vehicle for the expression 
of group values and goals - in brief, for cultural expression.
Here again, West Indian pupils seem to be at a disadvantage in 
comparison with Asian pupils. Asians, having two languages, are 
clearly seen as operating in two cultures. For example, using 
Disraeli's description of his two nations as an analogy, the 
Schools Council Working Paper No 13 (1967» p.4) made this 
assertion about the 'immigrants' (sic). "They (immigrants) 
possess not only different languages from our own, but they have 
been bred in different cultures - with different religious 
beliefs, possessing different child-rearing practices, sexual 
controls, kinship patterns, parent-child roles and group goals 
concerning, for example, husband and wife". A later publication, 
the Bullock Report (Great Britain, Department of Education and 
Science, 1975, p. 286) had this to say in the chapter entitled 
"Children from Families of Overseas Origin": "No child should be
expected to cast off the language and culture of the home as he
crosses the school threshold, nor to live and act as though school 
and home represent two totally separate and different cultures 
which have to be kept firmly apart.” Even if the two languages 
are not equally valued, the separation is not denied. As a 
consequence, the first culture of the children can remain less 
vulnerable to valuation by the norms of the second culture, 
although it does happen often enough. In the case of West Indian 
pupils, their culture is submerged with mainstream culture as much 
as their language is. Any cultural expression, be it creole use 
or Rasta - are seen as sub-cultural forms to be tolerated or 
shunned depending upon the prevailing climate. These remarks form 
an important link to a further consideration of teacher attitudes.
A favourable attitude towards Indian children appears to be 
highly relevant to pupil achievement. An early study by Haynes 
(1971) concerned the development of learning ability tests taking 
Panjabi children as the sample. Among the range of variables 
whose effects were examined was teacher attitude towards immigrant 
pupils. Favourable attitudes towards immigrant pupils in 
interaction with the proportion of immigrant pupils in school 
seemed to be associated with pupil achievement. The explanation 
put forward was in terms of a large number of immigrant pupils 
enabling the children to adjust to the school situation more 
quickly, teachers focusing harder on the needs of immigrant pupils 
and teachers having a favourable attitude towards immigrant 
pupils. Brittan (1976) reports, from a larger study, specifically 
on teacher attitudes to aspects of life in multi-racial schools.
The study involved over 500 teachers in 25 schools (171 primary, 
339 secondary). The population of ethnic minority pupils ranged 
from 1855 to 84?5. Pupils of Asian, Cypriot, Italian and 
Afro-Caribbean origins were represented in varying numbers. 
Attitudes in three areas of school life were investigated: 
religion, cultures of the countries of origin and languages of the 
countries of origin. On religion, more than three quarters of the 
teachers agreed that religious education should include the faiths 
of ethnic minority groups. More than two thirds agreed that 
morning assembly should reflect these religions. The same 
proportion of the respondents also agreed that religions of 
minority groups such as Sikhs or Muslims were also evident through 
dress and dietary habits. In the matter of the need for revision 
of school syllabuses to include lessons on the cultures of the 
countries of origin of immigrant pupils, the agreeement of 
teachers was a function of the size of ethnic minority groups.
More teachers in schools with 'high1 percentages of minority group 
pupils (55% in case of primary schools and 45/6 in secondary 
schools) agreed than those in 'low' percentage schools, especially 
those in secondary schools. In the matter of the languages of the 
countries of origin, 48% agreed that immigrants should have the 
opportunity of studying the languages of their countries of origin 
as a part of the school curriculum against 30% disagreeing. This 
is in contrast with 62% who had agreed that the school syllabuses 
should reflect minority group cultures. The grounds for 
disagreeing seemed to be possible interference with progress in 
English, practical difficulties of timetabling, of finding
s u i t a b l y  q u a l i f i e d  s t a f f  and o r g a n is in g  e x a m in a t io n s .  Some had 
a l s o  expressed  the  v ie w  t h a t  t h i s  was th e  r e s p o n s i b i l i t y  o f  th e  
p a r e n t s .  B r i t ta n  remarks ( p .  100): "None mentioned the r o l e
t h a t  mother tongues  p la y  in  th e  developm ent o f  c u l t u r a l  i d e n t i t y  
or t h e i r  v a lu e  in r e s p e c t  o f  mutual r e s p e c t  between p u p i l s  o f  
d i f f e r e n t  g r o u p s ,  and none made r e fe r e n c e  to  C r e o le .  However, 
w h i l s t  n e a r ly  h a l f  th e  te a c h e r s  in  th e  sample agreed th a t  the  
te a c h in g  o f  mother ton gu es  in  sch oo l  was d e s i r a b l e ,  v e r y  few  
a u t h o r i t i e s  and s c h o o ls  a c t u a l l y  o f f e r  o p p o r tu n ity  t o  m in o r i ty  
group p u p i l s  (Townsend, 1971; Townsend and B r i t t a n ,  1972)". 
Teacher a t t i t u d e s  to  the  th r e e  domains i n v e s t i g a t e d  appear to  be  
fa v o u r a b le  in i n t e n t  but a l s o  remain sh o r t  o f  p r a c t i c a l  
commitment.
1.5 The Outcomes of Education
The i s s u e  o f  ach ievem en t/und erach ievem ent o f  e th n ic  m in o r i ty  
p u p i l s  has become v e r y  prominent in  the  l i t e r a t u r e  r e c e n t l y  and 
has gen era ted  em p ir ica l  s t u d i e s ,  i d e o l o g i c a l  d e b a t e ,  and has been  
a s u b j e c t  o f  a governm ent-appointed  in q u ir y  (Rampton, 1981;
Swann, 1985). The specific features of the discussion surrounding 
this issue are: underachievement of pupils of Afro-Caribbean
origin, superiority of the Asian group over that group, the 
proximity of Asian pupils to the attainment levels of indigenous 
pupils and the range of explanations offered. In this discussion, 
the first three aspects will be covered together to be followed by 
the range of explanations.
In 1977» the Select Committee of the House of C o ' V V W on 
Education (among other subjects) considered evidence on 
educational achievement of ethnic minority pupils. The evidence 
before them pointed to underachievement among the pupils of 
Afro-Caribbean origin. Their recommendation was for the 
government to set up a Committee of inquiry to examine this 
problem. The Committee, set up under the Chairmanship of Rampton, 
published an Interim Report in 1981, and published the final 
report under a new Chairman, Swann, in 1985. The specific issues 
which the two reports addressed will be picked up later. Parental 
interest in this subject was also becoming more clearly expressed 
aSis demonstrated by the publication Cause for Concern (Redbridge 
Progressive Parents Association, 1978). This report expressed 
disquiet about educational underachievement of Afro-Caribbean 
pupils on the basis of examination results.
The results were from a split-site comprehensive with a
multiracial intake. West Indian children formed 10% of the
school, yet in 1977> not one had passed an 'A' level examination.
In comparison with average attainment in school, West Indian
performance was 50% below*average number of CSE Grade 1 passes andA
75% below average in GCE 'O' level examinations. In the analysis 
of the National Child Development Study data reported by Essen and 
Ghodsian (1979) the distinction was made between first generation 
(child and parent/s born abroad) and second generation (at least 
one parent born abroad, child born in Britain) immigrant children. 
The attainment of second generation pupils of all groups was found
to be superior to that of the first generation, and according to 
the authors, pointed to school- specific effects arising from the 
U.K. school experience. However, between groups, pupils of Asian 
origin showed higher levels of achievement in comparison with West 
Indian pupils in both the generations. The achievement criteria 
were tests of maths and reading and the groups were tested at age 
sixteen. In the Six LEAs Study included in the Rampton Report 
(1981), there is continued confirmation of this trend. Evidence 
was compiled by the DES Statistics branch from the School Leavers 
Survey for 1978— 179 for six local education authorities. Ethnic 
origin of the leavers was included in the study at the request of 
the Committee. In English, 9% of the West Indians scored higher 
grades in CSE/’O 1 level compared with 21% of Asians and 29% of the 
other leavers. In Maths, 5% of West Indians scored higher grades 
compared with 20% of Asians and 19% of the other leavers. In 
terms of CSE and 'O' level achievements, 3% of West Indians 
obtained 5 or more higher grades compared with 18% of Asians and 
16% of other leavers. In 'A' level results, 2% of the West 
Indians had one or more 'A1 level pass compared with 13% of the 
Asians and 12% of all other leavers. 1% of the West Indian school 
leavers went to the University compared with 3% of the Asians and 
3% of all the other school leavers. This is obviously a selective 
statement of the statistical evidence, the purpose being to 
highlight differences and establish the status of the West Indian 
group in relation to other groups. It may be stressed that the 
trend noted here is reinforced in other studies considered now.
The ILEA Literacy Survey provides another set of longitudinal 
data (in addition to National Child Development study) on reading 
attainments. The children were tested at age 8 in 1968, 11 in 
19711 13 in 1973» and 15 in 1976. The reading attainment of West 
Indian children was lower than those of Indian and Pakistani 
children at age 8, 10 and 15. Also, the attainment levels of 
Indian and Pakistani children were lower than the national norm 
(Mabey, 1981). Another study (Scarr, et al, 1983) based on 
longitudinal and cross-sectional data on minority and non-minority 
children showed a consistent pattern of West Indian 
underachievement against the criterion of reading at every age 
level from five to twelve (eight age groups in all). There were 
similarities between the patterns of performance both in the 
longitudinal and cross-sectional data, i.e. trends of one 
methodology were confirmed by another. In the group defined as 
'Indian', the reading quotients were consistently higher than 
those of West Indian children. Driver's (1977) study provides 
some confirmation of the pattern established in the earlier 
studies and there is also a break in the pattern. In CSE 
examination results for June, 1973» 51% of South Asian boys 
compared with 23% of the West Indian boys and 83% of the South
Asian girls compared with 74% of the West Indian girls obtained
CSE results. While the comparative status of the two groups thus 
remained unchanged, the break in the pattern was within the West 
Indian group itself. As just noted, 43% of the West Indian girls
compared with 23% of the West Indian boys obtained CSE results.
Driver reports ethnographic data, especially from interviews with
West Indian parents and a description of the life of West Indian 
boys at school. He noted the differential treatment accorded by 
West Indian parents to their daughters. They insisted on girls 
doing well at school, provided strong emotional support to them 
and also backed their aspirations for employment after school. 
There was a very sharp contrast in the treatment of boys. In 
particular, he noticed a real breakdown in communication between 
West Indian boys and their parents by the time they were fifteen. 
The contrast observed thus is that of active and emotional ties 
between West Indian mothers and daughters on one hand and West 
Indian fathers1 ambitions for the boys along with the lack of 
communication between the boys and their parents. Driver also 
notes features of characteristic sub-cultures which were thriving 
in and out of school in which some of the academically 
unsuccessful boys had leadership roles. The picture thus is that 
parents not only care but they do get involved and contribute to 
children's success but find themselves unable to be effective 
against the competition from the peer-group sub-culture. The 
opposing socialising influences of the family and the peer group 
sub-culture have gender-specific effects for school achievement.
1.6 Evidence concerning Asian Pupils
After these considerations, we now turn to the other group 
involved in broad comparisons - the Asians. In a study by Ashby, 
et al (1970) concerned 59 Indian and Pakistani children and 150 
Scottish children as a comparison group in the age group 10+ to
13. The measures included in the study were Glasgow Verbal 
Reasoning Test, Moray House Verbal Reasoning Test, Goodenough 
'Draw-a-Man' Test and Raven's Progressive Matrices. Attainment 
was determined by the School Progress Record. This had teacher's 
grading on a five point scale for oral English, reading, written 
English, formal and problem arithmetic. They also used a measure 
named ’attitude to host culture' which included among other 
information, parental ability to speak English, tv/radio in the 
home, taking of daily English newspaper and/or child’s weekly 
comic. They also divided the immigrant sample into three 
categories: Long Stay (Nine or more years), Medium Stay (four to 
eight years) and Short Stay (three years or less). The study 
produced some interesting findings. One was that the scores on 
ability tests had positive correlation with length of stay; and 
this was regardless of whether the ability measures were verbal or 
non-verbal. When Scots were compared with Long Stay children, the 
former appeared to be slightly superior but the differences 
between the groups were not statistically significant. Within 
group comparisons of immigrant sample revealed a consistently 
positive correlation between length of stay and attainment levels. 
It also produced a reversal of the position regarding ability in 
that in ability Scottish pupils had a slight superiority as noted 
above, but in attainment immigrant children were found to be 
superior to the Scottish children. The superiority of immigrant 
children in English attainment, though established as a trend, did 
not reach statistical significance whereas their superiority in 
arithmetic test did. The study found that there were significant
c o r r e l a t i o n s  between p a ren ta l  a t t i t u d e s  to  the  h o s t  c u l t u r e  and 
m easures o f  v e r b a l  reason in g  and E n g lish  a t ta in m en t  fo r  the  Medium 
Stay  group. That such an a s s o c i a t io n  e x i s t e d  fo r  the medium s t a y  
group o n ly  i s  i n t e r e s t i n g  and can o n ly  be ex p la in ed  in  term s o f  
th e  p aren ta l  a t t i t u d e s  to  h o s t  c u l t u r e .  I t  w i l l  be r e c a l l e d  t h a t  
the  r e s e a r c h e r s  asked about p a r e n ta l  knowledge o f  spoken E n g l i s h ,  
a v a i l a b i l i t y  o f  t v / r a d i o  in th e  home, read in g  d a i l y  newspaper or  
c h i ld r e n ’ s com ic . The measure r e a l l y  em phasises  l i t e r a c y  in  
E n glish  in  v a r io u s  form s. That t h i s  kind o f  exposure  to  the  
E n glish  language  might be too overwhelming in r e l a t i o n  to  the  
sh o r t  s t a y  group (we are t a lk in g  about p a r e n t s ! )  to  have much 
meaning i s  q u i t e  n a t u r a l .  On the o th er  hand, f o r  the lon g  s t a y  
group, t h i s  may be q u ite  a commonplace e x p e r ie n c e  so th a t  i t  
becomes devoid  o f  m eaning. They would c e r t a i n l y  have a c c u ltu r a te d  
th e m se lv e s  beyond t h i s  l e v e l  o f  l i t e r a c y  in  E n g lish  during  t h e ir  
long  s t a y .  Thus th e  p a r t ia l  s i g n i f i c a n c e  o f  th e  p a r e n ta l  a t t i t u d e  
to  h ost  c u l t u r e  i s  s t i l l  a u s e f u l  p o in te r  fo r  a s s e s s i n g  c u l t u r a l  
v a r i a b l e s .
Taylor (1973) found that Asians did better than the English 
pupils in his sample in all but one of the variables on which 
comparisons were made. The study, based on interview data, is of 
particular interest because of a number of sociologically 
significant qualitative variables used for asking questions of the 
data. The Asian group was found to be superior to the English 
group on the proportion continuing in full-time education after 
fifteen, the proportion still in full-time education when
interviewed, and the proportion who gained admission to higher 
education. On a fourth variable - certificates gained by school 
leavers - both groups were evenly matched. Another set of 
findings related to aspiration levels in the two groups. Taylor 
found that the majority of the Asians wanted a professional career 
whereas the English sample was less ambitious. Out of the five 
measures of aspirations, the Asian sample did better than the 
English sample, except in one - dropping out from full-time 
education. In general, parental encouragement was a marked 
feature in the Asian group.
Dickinson, et al. (1975) reported a multi-disciplinary study of 
280 Pakistani pupils in Glasgow. This research took place during 
the period 1970-1973. Employing a control group of Scottish 
pupils, the study provides systematic comparisons between groups 
both on ability and attainments. The term achievement is not 
used. Ability was measured by both non-verbal (Raven’s 
Progressive Matrices) and verbal (NFER Tests BC and CD) tests.
The ability quotients of Pakistani pupils were between 5 and 12 IQ 
points lower than the control group. The differences between 
groups on matrices were also on similar lines but greater. The 
data on Reading and English are in the form of Attainment Age.
The Pakistani pupils showed lower attainments, the range being 
from 0.4 to 0.8 years of attainment age in both tests. Bearing 
these differences in mind, the authors concluded (p. 11) that:
"on the whole comparison with published norms suggests that the 
Pakistani pupils are not far behind their age mates". They also
used i n d i c e s  to  examine e f f e c t s  o f  q u a l i t a t i v e  d a t a ,  e . g .  E n g lish  
language  environment o f  th e  home, attachm ent to  P a k is ta n i  c u l t u r e  
and the e d u c a t io n a l  environment o f  th e  home. There were no c le a r  
l i n k s  between any o f  t h e s e  and a tta in m en t  l e v e l s  in  c a s e  o f  
younger c h i ld r e n  in  the  sam ple . In c a se  o f  o ld e r  c h i ld r e n ,  v e r y  
c le a r  r e l a t i o n s h i p s  were found between a tta in m en t l e v e l s  and 
amount o f  E n g lish  spoken by p a r e n ts  to  the  c h i l d ,  a t te n d a n ce  a t  
the  mosque, and ’ v o lu n ta r y  c o n t a c t  w ith  the  s c h o o l ’ . The au th ors  
a l s o  remarked th a t  t h e s e  r e l a t i o n s h i p s  were c l e a r e r  fo r  boys than  
fo r  g i r l s .  They do not put forward any e x p la n a t io n s  for  the  
a tta in m en t  l e v e l s  o f  P a k is ta n i  p u p i l s .  However, i t  i s  p o s s i b l e  to  
have some informed g u e s s e s  about some e x p la n a t io n s  from the c l e a r  
l in k s  w ith  th e  q u a l i t a t i v e  v a r ia b le s  noted  h e r e .
Gupta (1977) investigated educational and vocational aspirations 
of Asian pupils of secondary school leaving age in relation to 
inter- generational mobility. The main method of data collection 
was by administration of questionnaires. Comparisons were made 
with an identical group of 50 English pupils. The questionnaires 
covered the first two variables while the third was deduced from 
the data collected. The study showed that Asian boys and girls 
expressed significantly higher educational as well as vocational 
aspirations. Also, they showed higher inter-generational 
occupational mobility. It appeared that high parental motivation, 
at migration as well as after, had provided support to the school 
leavers.
Robinson (1980) considered children's domestic millieu, parental 
background and neighbourhood conditions in his study of 
achievement of Asian children. The sample of 227 Asian children, 
who had an average age of just over ten years, were from a number 
of schools. Tests used for achievement were GAP Word Recognition 
Test and the C3 Maths attainment test. Both in reading and maths, 
the performance of Asian children was significantly lower than 
that of the White counterparts. The children had done slightly 
better in maths, pointing to the importance of language factor in 
school attainment. The findings were explained in terms of the 
domestic millieu. It was suggested that living in a voluntarily 
segregated colony inevitably restrict the natural and casual 
learning of English. The rest of the findings are: "Asian
under-achievement is restricted, in the main, to the low status 
sector of the community. This sector is characterized by rural 
born Asians with little experience of education, restricted 
aspirations, and low status, poorly paid employment." (pp. 149 - 
150).
It is interesting to note that the trend noted up to now remains 
consistent in the further/higher education context. A substantial 
study by Craft and Craft (1983) highlighted certain 
characteristics of Asian entrants to post-secondary education (for 
example, their keenness, their realism). Their keenness was very 
much in evidence in their willingness to continue into Sixth Form 
courses and realism seemed to be at the back of the authors' 
finding that there was a marked preference for polytechnics rather
than universities. As the choice of route is constrained by the 
quality of 'A1 level results (which were lower than those of White 
pupils), it may be concluded that the Asian pupils were 'scaling 
down' their aspirations in line with what they were actually 
capable of. Also, they may have become aware of the competitive 
nature of university entry and may have preferred to 'scale down' 
ambition at a level where it can be realised. Ballard and Vellins 
(1985) reported a brief statistical analysis of University 
entrance figures for 1979. This showed that the percentage 
figures for students of Asian background entering university in 
that year were comparable to those of U.K. born students. The 
authors had taken place of birth as basis for dividing all the 
groups in terms of their background. While the category 'Total 
Asian' they used (subsuming East Africa, India, Pakistan, and 
Bangladesh) remained broadly comparable to the U.K. born group, 
the within-group differences indicated a higher percentage of East 
Africa born students and very low percentage of Bangaladesh born 
students from their respective groups. Also, in all groups, the 
percentage of male students at university was consistently higher 
than that of female students. The authors propose the explanation 
of Asian educational achievement patterns along the following 
lines (p. 263):
"We would s u g g e s t  t h a t  i t  i s  p r im a r i ly  th e  outcome o f  th e  
ex tr e m ely  p o s i t i v e  a t t i t u d e s  o f  most South Asian p a r e n t s ,  and 
e s p e c i a l l y  o f  th o se  who have long  been r e s i d e n t  o v e r s e a s ,  tow ards  
e d u c a t io n a l  ach ievem en t. They encourage and p r e s s u r i s e  t h e i r
c h i ld r e n  to  do w e l l ,  and r e fu s e  to  be f a t a l i s t i c  about f a i l u r e .  
S o c i a l i s a t i o n  a t  home puts  a h igh  e v a lu a t io n  on d i s c i p l i n e  and 
hard work and, should c h i ld r e n  f a i l e d  to  ’ c l e a r '  ( t h e i r  term) an 
e xam in at ion , th e y  w i l l  be encouraged to  take i t  aga in  and again  
u n t i l  they  d o . .
The q u o ta t io n  o n ly  r e p r e s e n t s  a p a r t i a l  account o f  th e  a u th o r s ’ 
i n t e r p r e t a t i o n ,  a s  t h e y  a l s o  go on to  make a comparison o f  South  
A sians w ith  in d igen ou s  m idd le  c l a s s  and a l s o  p o in t  out a major  
d i f f e r e n c e  in  c u l t u r a l  term s.
1.7 Asian parents' attitudes to education
In the  m ain, th e  s t u d i e s  have ta k e n ,  a s  t h e i r  s t a r t i n g  p o in t  some 
o f  th e  g e n e r a l l y  held  v iew s about Asian p a r e n t s ’ a t t i t u d e s  to  
e d u c a t io n .  Tomlinson (1984, p .  51) s e t  th e  scen e  by remarking 
t h a t  v iew s and e x p e c t a t io n s  o f  most m in o r i ty  p a r e n ts  in  B r i ta in  
"always approximated more to  th o se  o f  ' t h e  m idd le  c l a s s '  a lth o u g h  
t h e y  w ere , in  crude so c io -eco n o m ic  term s, 'working c l a s s ' . "  The 
c r i t i c a l  p o in t  o f  d i f f e r e n c e  appeared to  be t h a t  u n l ik e  the  
in d igen ou s  m idd le  c l a s s ,  th e  m in o r i ty  p a r e n ts  lack ed  "the d e t a i l e d  
knowledge o f^ e d u c a t io n  system  and i t s  i n t r i c a c i e s " .  Some o f  th e  
s t u d ie s  she r e fe r r e d  to ( e . g .  Dosanjh, 1969; Gupta, 1977;
B h a t t i , 1978) p oin ted  to  h igh  a s p i r a t i o n s  on the p a r t  o f  Asian  
p a ren ts  fo r  t h e i r  c h i l d r e n ' s  e d u c a t io n .  While t h e se  c e r t a i n l y  
mean th a t  the  p a r e n ta l  a t t i t u d e ^ t o  ed u ca t io n  are p o s i t i v e ,  a 
number o f  f a c t o r s  o p e r a te  to  in f lu e n c e  t h e s e  in  a v a r i e t y  o f  ways.
In one study in Birmingham (Rex and Tomlinson, 1979), - parental
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satisfaction and dissatisfaction were found to be function of
A.
parents' own knowledge of schooling. White parents, even with 
education up to compulsory school leaving age, were dissatisfied 
with their children's schooling. The minority parents, who relied 
on teachers and schools for their knowledge expressed less 
dissatisfaction in comparison.
The mismatch between parental outlook and their perception of the 
English educational system can be noted from the study of Bhatra 
Sikhs (Ghuman, 1980a). According to him, this group is accorded 
low social status in the Panjab in relation to the other two 
groups ~ the Jats and the Ramgarhias. The Bhatra male heads of 
households he interviewed had traditionalist outlook in respect of 
marriage, family, education and the 'British way of life'. In 
particular, he remarks on the sense of unfamiliarity felt by this 
group of respondents on the subject of schooling. This 
unfamiliarity appeared to be so total that they preferred not to 
participate in the education process and expected their children 
to leave school as soon as possible. In a study of another group, 
the Jat Sikhs (Ghuman, 1980b), overall there was parental 
satisfaction with English schooling, education was valued for its 
own sake and faith was placed in the professional judgement of 
teachers. The critical factor influencing the attitudes seemed to 
be parents' own educational background. This ranged from 
university education to no education. This group of parents also 
appeared to be critical of low discipline standards in school,
lack of homework for children, and of co-education, favouring 
singe-sex schools. Very sharp religion-based differences, - along 
with the differences based upon previous educational experience - 
emerge in the study conducted with Bengali families (Ghuman and 
Gallop, 1981). On the whole, Hindu Bengali parents were superior 
to Muslim Bengalis in terms of education, command of English, 
occupational position and housing circumstances. The Hindu group 
had high aspirations for their children while the Muslim group 
appeared unable to be of much educational help to their children. 
Muslim parents' dissatisfaction with school was on the issues of
mother tongue teaching, dress, food and co-education. To them,
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the threat to Islamic way of life, particularly in these matters 
A
was real. The feeling, on the part of the Hindus was that the 
influence of the home was more important than that of the school.
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One approach to educational achievement of Asian pupils is that 
A
reported by Yates (1980). This is based on the premise that 
implicit in the process of education is a model of the individual. 
In terms of this argument, the English educational system has the 
objective of producing a certain type of individual. He goes on 
to extend this argument by regarding the interpretation of 
schooling as a means of understanding education as it is actually 
imparted. This extension has the effect of claiming a cultural 
continuity between English pupils and their schools. This is 
contrasted with another category of pupils, those of Asian 
background, in whose case this schooling experience indicates 
cultural discontinuity. Yates contends that this discontinuity is
somewhat c o r r e c te d  by th e  Asian p u p i l s ’ c o l l e c t i v i t y  o r i e n t a t i o n .  
The im p l ic a t io n  i s  t h a t  when in d iv id u a l  g o a l s  are  transform ed in to  
group g o a l s ,  f o r  example t h a t  o f  th e  fa m ily  as  a w h o le ,  t h i s  
p r o v id e s  a s o c i a l  e x p la n a t io n  for  wanting to  overcome the  
e x p e r ie n c e  o f  c u l t u r a l  d i s c o n t i n u i t y .  The s tu d y ,  u s in g  
eth nographic  m a t e r ia l ,  c i t e s  s p e c i f i c  in s t a n c e s  o f  how Asian  
p aren ts  v iew  e d u c a t io n a l  s u c c e s s  a s  a m atter  o f  achievem ent o f  th e  
group and how f a t h e r s ,  in  p a r t i c u l a r ,  take  d e c i s i o n s  on b e h a l f  o f  
t h e i r  c h i ld r e n  about th e  p a t te r n  o f  t h e i r  p r e s e n t  and fu tu r e  
e d u c a t io n .
Bhachu (1985) on the basis of her fieldwork among Panjabi and 
non-Panjabi (i.e. other South Asian) parents has expressed the 
view that 5 high educational aspirations among Asian parents are 
not restricted to a particular class group (pp. 14-15). She even 
suggested that there was an 'Indianist' view of education, a 
suggestion which has been disputed by Stopes-Roe and Cochrane 
(1985). Their research indicated that there were substantial 
differences among Muslim, Hindu and Sikh parents in their views on 
education. They highlighted Muslim parents’ demands, in 
particular, on single sex education and the teaching of Islam 
within the state system. They also found that Sikhs were more 
likely to expect mother tongue teaching to take place in schools 
in comparison with Hindus and Muslims were probably less keen on 
this.
R eferen ces  have a lr e a d y  been made to  Muslim p a r e n ts '  a t t i t u d e  to
e d u ca t io n  o f  t h e i r  c h i ld r e n .  I t  i s  im portant to  s t r e s s  t h a t  
s t u d i e s  e x c l u s i v e l y  r e l a t i n g  to  MuslirrSin B r i ta in  and v iew s  
a r t i c u l a t e d  by Muslim e d u c a t i o n a l i s t s  l i k e  Khan-Cheema (1984) 
emphasise problems a r i s i n g  fhom e f f o r t s  to  m ain ta in  Muslim 
r e l i g i o u s  b e l i e f s  w ith in  a non-Muslim system  o f  e d u c a t io n .  Anwar
(1983) r e p o r ts  a survey  o f  358 p a r e n ts  and 426 young p eop le  ( i n  fXe
19~20 y e a r s  age group) in a n a t io n -w id e  sample o f  Muslims. The
p a r t ic u la r  problems exp er ien ced  by resp on d en ts  were connected  
predom inantly  w ith  r e l i g i o n  -  adherence to  d i e t  r e s t r i c t i o n s ,  
s t y l e  o f  d r e s s ,  t e a c h in g  o f  Islam and mother tongue t e a c h in g .  
S p e c ia l  needs o f  Muslim g i r l s  were a l s o  mentioned -  s i n g l e  sex  
s c h o o ls  ( a lr e a d y  m e n t io n e d ) , p h y s ic a l  e d u c a t io n ,  and sex ed u ca tion  
among them. The o v e r a l l  p ic tu r e  o f  th e  t r a d i t i o n a l i s t i c  o u t lo o k  
o f  Muslims in  B r i t a i n ,  and perhaps in  the  r e s t  o f  Europe, i s  
r e in fo r c e d  by a number o f  o th er  w r i t e r s  ( e g .  G o o d a ll ,  1968; 
J e f f e r y ,  1972; T a y lo r ,  1976; and J o l y ,  1983).
The trend from the  s t u d ie s  noted up to  now, on the  w h ole ,  
s u g g e s t s  t h a t  Asian p u p i l s  are  showing good l e v e l s  o f  e d u c a t io n a l  
achievem ent when th e y  and t h e i r  p a ren ts  have a c c u ltu r a te d  
th em se lv es  to  l i f e  in t h i s  c o u n tr y .  Two c u l t u r a l  in f lu e n c e s  seem 
to  be most marked: E n g lish  l i t e r a c y  in  the home and h igh  p a r e n ta l
a s p i r a t i o n s  fo r  c h i ld r e n .  Underachievement i s  a l s o  e s t a b l i s h e d  
where t h e se  two major in f l u e n c e s  are  a b s e n t ,  or  not  v e r y  s t r o n g .
In the  n e x t  s e c t i o n ,  t h e s e  i n f lu e n c e s  are  s e t  in  a wider c o n t e x t  
by c o n s id e r in g  a range o f  e x p la n a t io n s  put forward in the  
l i t e r a t u r e  fo r  achievem ent/underach ievem ent o f  e th n ic  m in o r i ty
pupils.
1.8 An overview of explanations
Tomlinson (1980, p. 227) comments that explanations "range 
through disadvantage, socio-economic status, migration shock, 
family difference and organization, cultural factors, child 
minding, school and teacher expectations, sterotyping, female 
dominance, self-esteem and identity problems, and racial 
hostility". Jeffco^te (1984) has noted, from the researches, eight 
different explanations of West Indian underachievement: genetic
endowment, material deprivation, inadequate upbringing, a 
fragmented cultural inheritance, cultural discontinuity between 
home and school, racism in school and society, informal teaching 
methods, and rejection of school values. Meighan (1981) traces 
the underachievement of West Indian pupils to school factors and, 
in particular, applies interactionist approaches to this 
understanding. According to this explanation, participants in an 
institution or a social situation are made to feel or perceive 
themselves as inferior and this causes underachievement. Also, on 
the basis of analysis of different languages of social meaning and 
action, for example, relating to culture or learning or self, can 
provide grounds for understanding under achievement. As an 
illustration, perception of Creole as sub-standard English whether 
by teacher or by pupils can produce a negative feeling about it. 
Another area in which the practices may lead to underachievement 
relates to selection procedures, especially streaming,
examination/non-examination grouping, remedial classes, and ESN 
schooling. There seems to be a good deal of evidence that these 
procedures are acting against the interests of West Indian pupils. 
The 'bias' in the procedures may have its roots in ' negative 
perceptions and stereotypes. Teachers1 behavioural responses to 
pupils in day-to-day interactions have also been shown 
(Hargreaves, 1978) to affect pupils if they are influenced by 
negative stereotypes. What one teacher regards as 'cheek1 , so the 
example goes, may be 'lively banter' in another teacher's view. 
Parekh (1983) has also brought together quite a number of possible 
causes of underachievement. Among these are: genetic factors, 
family structure, material and cultural disadvantage, racism in 
society and school, structure and ethos of the school, failure of 
the LEAs to identify the needs of West Indian pupils, 
characteristics of West Indian culture and value system, lack of 
emphasis In West Indian culture on self- discipline, competition 
and ambition, the West Indian version of Christianity, teacher 
feeling of being threatened in the presence of 'tall, aggressive, 
noisy, cliquish, somewhat unitelligible* West Indian children, 
modes of linguistic expression which put West Indian pupils 
outside the 'cultural competence' of the school, and the 
possibility that West Indian pupils reject educational success as 
a form of protest. Having listed the variety of factors, Parekh 
goes on to point out what he calls "the fallacy of the single 
factor" saying that "not even a relatively simple phenomenon like 
the falling of an apple can be explained in terms of a single 
cause" (p. 113). He expresses the view that any examination of
such a complex i s s u e  as t h i s  r e q i r e s  h ig h ly  complex and
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m u l t i - f a c t o r i a l  e x p la n a t io n s .
Parekh1s comment r e p r e s e n t s  th e  m id -p o in t  o f  th e  debate  on 
e d u c a t io n a l  achievem ent o f  e th n ic  m in o r i ty  p u p i l s .  W hile one  
group o f  p a r t i c i p a n t s  in  the  d eb ate  have sought to  lo o k  fo r  
e x p la n a t io n s  o f  th e  phenomenon, th e  o th er  group o f  p a r t i c i p a n t s  
f in d  the whole i s s u e  h ig h ly  p r o b le m a t ic .  Reeves and Chevannes 
(1983)  have argued th a t  the  d eb ate  about e d u c a t io n a l  
underachievem ent has been separated  from the s t r u c t u r a l  f a c t o r s  
o p e r a t in g  in s o c i e t y .  Their a n a l y s i s  p o in t s  to  two c o n c lu s io n s :  
o n e ,  th e  concept  o f  underachievem ent i s  th e  l a t e s t  in  the  l i n e  o f  
c o n c e p t u a l i s a t i o n s  about e th n ic  m in o r i ty  p u p i l s  in  the  e d u c a t io n a l  
system  ( th e  e a r l i e r  having been d e sc r ib e d  as 1p r e -  d e p r iv a t io n 1 , 
' d e p r iv a t io n 1 and ' d i s a d v a n t a g e ' ) .  Two, th e  c o n c e p t u a l i s a t i o n s  
have been c o n s i s t e n t l y  e t h n o c e n t r i c ,  w ith  o n ly  a v e r y  sm all  s h i f t  
from ' r e l a t i v i s t '  to  ’ c u l t u r a l i s t '  p o s i t i o n s .  The r e la t iv i s m  
c o n s is t e d  in judgements about ' d e f i c i t s '  in  e th n ic  m i n o r i t i e s  in  
r e l a t i o n  to  dominant s e c t i o n s  in  s o c i e t y  ( i n  la n g u a g e ,  
environm ent, economic p o s i t i o n ) .  The c u l tu r a l i s m  traced  
' d e f i c i t s '  in m ig r a t io n  h i s t o r y ,  fa m i ly  and la n g u a g e .  W hile the  
au th ors  are  fo c u s in g  t h e i r  a n a l y s i s  on the  s i t u a t i o n  o f  th e  
A fro-C aribb ean s, t h e i r  main argument about the  se p a r a t io n  o f  
' s t r u c t u r a l i s t '  from the ' c u l t u r a l i s t '  c o n c e p t u a l i s a t i o n s  and 
e x c lu s i v e  a t t e n t io n  paid to  the l a t t e r  i s  o f  s i g n i f i c a n c e  fo r  a l l  
e th n ic  m in o r i t i e s  in  B r i t i s h  s o c i e t y .  Troyna (1984), again  
w r it in g  in the  c o n t e x t  o f  b la c k  u nd erach ievem ent, q u e s t io n s  t h i s
w id e ly -h e ld  v iew ; and g o e s  on to  p o in t  to  four p o s s i b l e  r e a so n s  
fo r  i t s  p r e v a le n c e .  One i s  t h a t  th e  p o s s i b i l i t y  o f  
underachievem ent w ith in  the  e d u c a t io n  system has p o t e n t i a l  fo r  
undermining i t s  m e r i t o c r a t i c  c r e d i b i l i t y .  Second, f r u s t r a t i o n s  o f  
b la c k  youth e j e c t e d  out o f  th e  ed u c a t io n  system have p o t e n t i a l  fo r  
s o c i a l  u n r e s t  (he u se s  th e  phrase ' s o c i a l  t im e bomb' p. 1 5 5 ) .  
T h ird , d e s p i t e  the  w ide-sp read  d isappo in tm ent on the  p art  o f  b la c k  
p a r e n ts  w ith  regard to  t h e i r  c h i l d r e n ' s  e d u c a t io n a l  perform ance, 
t h e r e  i s  s t i l l  f a i t h  in  the  c r e d e n t i a l i n g  system  as the  r o u te  to  
s o c i a l  and economic p r o g r e s s .  T h is  i s  p a r t i c u l a r l y  in  e v id e n c e  in  
the growth o f  b la c k  supplem entary  s c h o o l s .  In a s tu d y  which  
in v o lv e d  an exam ination  o f  m u l t i r a c i a l  ed u ca t ion  p r o j e c t s  in  s t a t e  
s c h o o ls  and the kind o f  t e a c h in g  and le a r n in g  which occurred  in  
Supplementary S c h o o ls ,  Stone (1981) a t tr ib u t e d  underachievem ent o f  
West Indian p u p i l s  to  emphasis on a f f e c t i v e  g o a l s  o f  
s e l f - e x p r e s s i o n ,  s e l f -  f u l f i lm e n t  and hap p in ess  and to  the  n e g l e c t  
o f  b a s i c  i n t e l l e c t u a l  s k i l l s  and com petence. Her c r i t i c i s m s  were 
p a r t i c u l a r l y  d i r e c t e d  a t  th e  vague d e f i n i t i o n s  on which the  
a f f e c t i v e  g o a l s  were based and, and at  a more g e n e r a l  l e v e l ,  th e  
r e l i a n c e  p laced  by propounders o f  m u l t i r a c i a l  ed u ca t ion  on 
s e l f - c o n c e p t  t h e o r i z a t i o n  without ta k in g  in to  account West Indian  
c u l t u r e ,  e s p e c i a l l y  as  i t  r e la t e d  to  formal ed u ca tion  and 
s c h o o l in g .  Her stu dy  in d ic a te d  th a t  p u p i l s  in  Supplementary  
S c h o o ls  had more p o s i t i v e  a t t i t u d e s  to  s c h o o l , l e s s  n e g a t iv e  
a t t i t u d e s  to  t e a c h e r s ,  and h igh  a p i r a t i o n s .  F i n a l l y ,  c o n t r a s t in g  
s t e r e o ty p in g  o f  b la c k  underach ievem ent/A sian  overach ievem ent has  
a l s o  made a c o n t r i b u t i o n .  The q u e s t io n in g  o f  th e  n o t io n  o f  b la c k
underachievement is further strengthened by Mullard (1982) who 
emphasized the ideological context of the debate by suggesting 
"the probability that underachievement in a racist society is by 
many standards a massive achievement".
1.9 Conclusions from this chapter
To bring this chapter to an end, it might be appropriate to sum
up the main points. One is that within multicultural education,
debate and research about education of ethnic minority groups have
taken place within a problem perspective. Second, in terms of
group comparisons, West Indian pupils have been failing within the
education system. In comparison, Asian pupils, despite early
handicaps relating to learning of English, begin to catch up with
indigenous pupils in attainment. Third, some explanations of the
differential performance of the two groups point to the
disadvantage West Indian pupils suffer from, arising from the
negative view teachers and schools take of them and their
language. In contrast, Asian cultures are regarded more
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positively, tolerated or respected, possibly leading to.positiveA
self image of Asian pupils. Asian parents appear to be ambitious 
for their children's educational progress in the school system. 
While their knowledge of the system probably varies quite 
considerably in terms of detail, in general they express 
satisfaction with schools' help to their children. Finally, a 
very wide range of explanations have been put forward in the 
literature to explain underachievement of West Indian pupils.
These e x p la n a t io n s  have t h e i r  o r ig i n  in p sy c h o lo g y ,  s o c i o l o g y ,  and 
e d u c a t io n a l  p r a c t i c e .  To the e x te n t  t h a t  s c h o o l s  and te a c h e r s  are  
h e a v i ly  im p l ic a te d  in t h e s e  e x p la n a t io n s ,  th e  c u l t u r e  o f  the  
sch o o l  as m ediated by t e a c h e r s  assumes a p a r t ic u la r  s i g n i f i c a n c e .  
The r o l e  o f  th e  p a r e n ts  has been remarked on a t  v a r io u s  s t a g e s  in  
t h i s  c h a p te r .  T hat, t o o ,  r e l a t e s  to  the c u l t u r e  o f  the  home as  
m ediated by th e  p a r e n ts  a s  a p o s s i b l e  sou rce  o f  some o f  th e  
f a c t o r s  in  e d u c a t io n a l  outcom es. G ujarati  c h i ld r e n ,  a s  one o f  th e  
e th n ic  m in o r i ty  groups in  s c h o o l s ,  have remained ra th er  
u n d i f f e r e n t ia t e d  in  most e d u c a t io n a l  r e se a r c h  r e l a t i n g  to  e th n ic  
m i n o r i t i e s .  The o v e r g e n e r a l is e d  term "Asian" seems to  have been  
used most o f  th e  tim e fo r  d e s c r i p t i v e  purposes or in  order to  
c a t e g o r i s e  them. Thus, a s  the  group i s  submerged in a la r g e r  
g r ou p in g , q u e s t io n s  about th e  c u l t u r e / s  o f  th e  G u ja r a t is  have n o t  
been d e v e lo p e d .  Y e t ,  th e  need a r i s e s  fo r  an approach w ith  a t  
l e a s t  a t tem p ts  to  a r t i c u l a t e  the c u l t u r a l  c h a r a c t e r i s t i c s  o f  th e  
community. The approach adopted h e r e ,  u s e s  e v id e n c e  on G u ja r a t is  
abroad, and, more s p e c i f i c a l l y ,  on G u ja r a t is  in  B r i t a i n ,  to  
r e - c o n s t r u c t  th e  s o c i a l  r e a l i t y  which G u jara ti  a d u l t s  and c h i ld r e n  
share  in B r i t a i n .  The purpose o f  t h i s  r e - c o n s t r u c t i o n  i s  to  p la c e  
G ujarati  c h i ld r e n  in t h e i r  s o c i a l  w orld , and, in  p a r t i c u l a r ,  to  
h i g h l ig h t  th o se  f e a t u r e s  o f  s o c i a l  e x p e r ie n c e s  which can be  
developed  in to  v a r ia b le s  o f  i n t e r e s t .  T h is  i s  th e  theme o f  th e  
n e x t  c h a p te r .
Chapter 2
G u ja r a t is  abroad: A r e v ie w  o f  r e se a r c h
The p rev iou s  ch ap ter  s e t  out th e  m u l t i c u l t u r a l  ed u ca t ion  c o n t e x t  
fo r  the  p r e s e n t  r e s e a r c h .  I t  became apparent from t h i s  c o n t e x t  
t h a t  the  m a tte r s  o f  s u b s t a n t iv e  concern  fo r  the  p r e se n t  r e se a r c h  
a r e :  th e  n o t io n s  o f  c u l t u r e  and ach ievem en t.  The im p l i c a t io n s  o f
te a c h e r  a t t i t u d e s  to  Asian c u l t u r e s ,  and to  Asian p u p i l s  in  
p a r t i c u l a r ,  in  e d u c a t io n a l  performance o f  Asian p u p i l s  p o in t  to  
one p a r t ic u la r  way in  which the  c u l t u r a l  resp onse  o f  th e  dominant  
s o c i e t y  f in d s  e x p r e s s io n .  A t t i t u d e s  o f  Asian p a r e n ts  to  v a r io u s  
a s p e c t s  o f  ed u c a t io n  and to  sc h o o l in g  in t h i s  c o u n tr y  r e p r e s e n t  
another c u l t u r a l  r e sp o n s e .  These c u l t u r a l  e x p r e s s io n s  may be  
separated  a n a l y t i c a l l y  to  the e x te n t  t h a t  th e y  emanate from 
d i f f e r e n t  c u l t u r e s .  However, th e  a n a l y t i c a l  s e p a r a t io n  c a n ,  
i n a d v e r t e n t ly ,  lead  to  d ic h o to m ie s ,  and unwarranted va lu e  
judgements e v e n .  The i n t e r a c t i o n s  between two or more c u l t u r e s  
i n d i c a t e  the ways in  which s o c i a l  behaviour ( in c lu d in g  achievem ent  
behaviour) i s  shaped in  the  m u l t i c u l t u r a l  c o n t e x t .  The purpose o f  
t h i s  chapter  i s  to  note  some c h a r a c t e r i s t i c  f e a t u r e s  o f  G u jara t i  
c u l t u r e  in B r i t a i n ,  th e  i n t e r a c t i o n s  w ith  th e  dominant c u l t u r e ,  
and to c o n c e p tu a l i s e  G u jara ti  c u l t u r a l  behaviour abroad. I t  i s  
in tended  th a t  c o n s id e r a t io n s  o f  t h e s e  two c h a p te r s  w i l l  le a d  to  ' t o
development of 'a middle range1 theory which will form the basis 
of Research Procedures.
The present chapter is organised in the following manner. First, 
those studies are considered which suggest theoretical frameworks 
for studying Gujaratis abroad. This is followed by studies which 
focus on maintenance of religion, culture, and some customs. The 
next section considers the Gujarati communities in interaction 
with the host society. The last section is devoted to the 
discussion of the Social Man emerging from the review.
Section 1.Theoretical Frameworks
The development of multi-ethnic Britain has come about through 
immigration and settlement in this country of communities, in 
varying numbers, from parts of Europe, the Caribbean, South Asia 
and Africa. The communities have received differential amount of 
research attention. Writing in the early seventies, Lyon (1973) 
remarked that the British knowledge about Indians from Gujarat 
rarely extended beyond the book by R.H.Desai (1963). This 
observation does not seem to have lost its force in the subsequent 
years although beginnings have been made by a number of 
researchers to rectify the neglect shown by their disciplines to 
the Gujarati communities in Britain.
R.H.Desai’s (op.cit.) bookmarks an interesting beginning for a 
variety of reasons. First, it was written at a time when
knowledge about Gujaratis was non-existent; and, therefore, it 
filled an important information gap. Indeed, parts of the book 
are purely descriptive without any critical comment or 
explanation. Second, it was the first major empirical research 
which provided some hard data on the community, particularly 
economic organisation, housing patterns and employment. Third, it 
was written within the structuralist-functionalist tradition and 
'located1 the Gujarati immigrants in the wider social framework of 
their environment. Finally, it began to raise concerns of policy 
through concepts like 'disadvantage', 'discrimination', 
'adjustment' and 'integration'. The sociological tradition which 
provided the study its location and the conceptual apparatus 
appears to have had, in retrospect, a restrictive effect. Not 
only the issues mentioned are not fully defined, their 
implications also remain unexplored. The use of terminology like 
'dynamics of interactional patterns', the Gujarati ideology of 
'integration' (referred to in the Preface) runs counter to the 
evidence offered which is in the form of quantified information on 
housing and employment. Such information, at best, only lends 
support to description. This comment is not just hindsight. It 
is a way of indicating that in the final summing up Desai 
discusses the implications for 'integration' although as a final 
irony, the chapter preceding this discussion is entitled 'The 
Deviants'; and deals with mixed marriages and sex relations. His 
chosen perspective helps him to locate the community in society 
but for analysing 'the dynamics of interactions' he would have 
needed from his subjects their perceptions of the Gujarati world
view and/or ’ideology of integration1. Also there is an unhappy 
contradiction in the discussion pertaining to the goals of the 
Gujaratis. In the Preface Desai holds that 'integration through 
voluntary segregation' is the desired goal of Gujaratis in 
Britain. Yet his remarks on the development of various roles 
within the Gujarati community demonstrate quite clearly that the 
roles are the product of 'forced discrimination brought about by 
economic circumstances'. While the explanation of forced 
segregation can be traced to discrimination in the host society, 
the substantiation of voluntary segregation can only derive from 
socio-cultural behaviour and expressed values of Gujaratis. Desai 
makes a passing reference to these while hurrying through the 
descriptive parts of the work.
The studies of Gujaratis abroad undertaken by the Norwegian 
social anthropologist Harald Tambs-Lyche (1973» 1975, 1980a, and 
1980b) provide another theoretical framework. Taking Ferederick 
Barth's (1966) general action model and its application to 
inter-ethnic situations as his starting point, Tambs-Lyche goes on 
to provide a detailed analysis of the processes that give London 
members of the Patidar caste an ethnic boundary and its particular 
form. Asserting that immigrants and non-immigrants in an 
immigrant area are influenced by the same kind of macro processes, 
he goes on to point out that non-immigrants do not set up 
boundaries and set themselves apart as ethnic groups do. He asks 
"How is this difference between minorities and sectors of the 
majority to be described? (1973» P«48). Apart from using this
problem formulation to aid his analysis, he also uses evidence
VU9-
about ritual expression in Patidar community as a way of 
understanding maintenance of ethnic boundaries. The two macro­
mechanisms he notes as influences on Gujaratis are imperialism and 
stratification. He does not really discuss imperialism beyond 
saying that it indicates the relationship between countries 
producing raw materials and those producing finished commodities. 
India and Britain illustrate this relationship. The Gujaratis 
migrated from the country producing raw materials and therefore 
having fewer opportunities. Within the receiving society, the 
Gujarati migrants, whether or not they were middle class prior to 
migration, finish up being treated as working class in job terms 
or in terms of where they are able to take up residence. Looking 
at the community at the micro-level, he finds it appropriate to 
distinguish between primary, secondary and tertiary statuses 
occupied by his subjects. The primary status is the worker status 
as a result of being employed by the English employer in an 
English work place. The status has two characteristics. The 
first is that their previously acquired skills do not find 
acceptance and the second is that they get the same wage and 
conditions as unskilled English labour. The second primary status 
is that of the shop keeper, which is mainly a consequence of being 
able to find a 11 niche" in the marketing conditions. Among the 
secondary statuses, he includes the "money lender", the "broker", 
the "internal shop keeper" and the "leader of cultural 
associations". At best the secondary statuses reflect the 
internal dynamics of the community at the time it is being looked
at and therefore, are simply labels for focusing on certain 
phenomena. They become superfluous or redundant as changes occur 
in the community. However, a major point to make about secondary 
status is that it helps understand the network of dependence 
within the community. The secondary statuses appear to have 
economic function and also are very strong and clear markers of 
social prestige within the community. The Gujaratis who went to 
Norway as refugees from Uganda expressed a certain disappointment 
that they were not able to develop some of these statuses in their 
situation in Norway (Tambs-Lyche, 1980a), almost implying that the 
social interactions and relationships they had hitherto known and 
experienced were breaking up in Norway. Among the tertiary 
statuses, he includes three - the "top leader", the "wholesaler" 
and the "agent". These three statuses are not only seen as high 
in social and economic terms, they also support and strengthen the 
secondary statuses noted earlier.
The author uses this taxonomy of statuses in order to describe 
the internal working of the London Gujarati Patidar community. To 
this analysis he adds another descriptor - the ritual. This he
does by making a reference to the Swaminarayana sect which
originated in Gujarat out of mainstream Hinduism and remains a
sect specific to Gujarat and Gujarati Hindus. There is a
following for this sect among Gujaratis, especially among the 
Patidars, settled in various parts of Britain. The author treats 
this sect as representing the Great Tradition of Hinduism. He 
notes that the establishment of this sect in eighteenth century
Gujarat coincided with the British political control of Gujarat.
He is also tempted to suggest that the revival and the following 
of this sect in this country are serving the same purpose that 
they did in ' eighteenth century Gujarat, i.e. as a counter to 
foreign religious influence. While this is an interesting 
suggestion, the more important point to make is that for the 
Gujarati Hindus to hold on to the Great Tradition is of help in 
erecting ethnic boundaries. In spite of macro-level influences 
which operate on all sections of society, the Gujarati community 
is seen as setting up its own ethnic boundary through the 
hierarchy of statuses and expression of their identity through 
ritual. Referring to Barth's general action model, the concepts 
of "niche" and "opportunity situation" have both been useful in 
generating the hierarchy of statuses. They have also provided 
help in understanding the perceptions of the individual actor in 
various social situations. Tambs-Lyche develops this theoretical 
framework further in the book (1980b) reporting the field work 
carried out in London. (Some of the discussion in the final 
section of this chapter is based on that work.) Lyon’s (1973) 
essay on Gujarati ethnicity is another theoretical contribution. 
Tambs-Lyche had suggested that the goals of the Gujaratis were 
outer-directed, i.e. the movement to different statuses marked 
the progression of individual goals from those relating to primary 
status to tertiary statuses and beyond. Also, the outer-directed 
behaviour is exemplified by seeking out "opportunity situation" 
and finding a "niche". In contrast, Lyon suggests that the goals 
of Gujaratis have been so inner - directed and have so far been so
satisfied within the Gujarati ethnic tradition that they have been 
largely unaware of the minority status attributed to them as 
coloured immigrants by the British people. Lyon's comments add a 
dimension, that of regarding the encompassing society not just as 
a mass of people but having a certain perception of smaller 
groups. Lyon makes some further interesting points. One is that 
ethnic traditions are considered to be crucial sources of identity 
and pride; and more importantly, an indispensable base for social 
interaction (op.cit., p.4). Predisposition towards separateness 
and exclusivity are seen as devices by a social group which then 
goes on to create a structure for establishing and maintaining 
inter-relationships. In this analysis, the Gujarati community is 
seen very much in terms of its existing goals and social ties.
Section 2. Maintenance of Religion, Culture and Customs
It has been suggested (Tambs-Lyche, 1971) that Indians 
conceptualise their differences by referring to ethnic 
differences, and thus, to their own Great Tradition. Barot's 
(1973) account of the Swaminarayana Siddhant Sajivan Mandal 
(literally translated as Group for the Revival of the 
Swaminarayana Sect), emphasises how the teaching of Shri 
Swaminarayana provide^a clearly laid out code of moral behaviour. 
As the dovotees seek to practise the code in a foreign 
environment, the cumulative effect is that of ethnic assertion. 
Barot gives a clear idea of the theology underlying the teaching 
and the areas in Gujarat from which the followers in Britain have
originally come. His remarks about the social discussion among 
the followers of the sect and its significance for them are at a 
generalised level. He ends by speculating on the chances of 
survival in Britain of the Swaminarayana ideology based on the 
concepts of moksha and man (the sacred and the profane) under the 
pursuit of local concerns like housing, employment and education. 
Indeed, the educational experience, especially for the younger 
generation growing up in Britain, creates entirely new tensions 
while they attempt to understand religious ideas.
Pocock (1976), too, studied the followers of the Swaminarayana 
sect in various parts of London. He quotes the advice given by 
Pramukh Swami (the Head of the Sect) to the followers in Britain 
that they should "emulate the Jews". Pocock considers this advice 
to be "dangerously simple", saying that present day Judaism in 
Britain is the result of "centuries long process of adaptation and 
conscious debate". Apart from the tension noted earlier between 
the experience of life in Britain and the theological teachings, 
Pocock refers to another conflict experienced by the younger 
generation among the followers - the conflict deriving from 
differential access to Gujarati (having the twin function of 
language of communication and language of theology) and increasing 
use of English characterising secular experiences. He quite 
rightly describes the Swaminarayana doctrine as enmeshed in 
nineteenth century Gujarati. Noting the contrast between the 
knowledge of English among the translators of the doctrine in 
Gujarat and the reading public made up of the English-speaking
Gujarati followers of the sect in this country, he illustrates the 
contrast very vividly by referring to the separation of Christian 
theology and society in Britain. In contrast, in Hinduism,
religion is seen and understood as a way of life. The distinction
within the Swaminarayana doctrine between dharma (religious duty) 
and sansara (worldly existence) is seen by Pocock as a process of 
ethnic retention in which the followers seek to juxtapose dharma 
(expressed as urge to maintain Gujarati ethnicity) and sansara 
(pressure for assimilation into Western way of life) in a 
dialectical relationship. As a social process, he speculates^the 
tensions between these two influences may make the relationship of 
the sect with the wider society in Britain problematic. Among the 
Gujarati settlers in Britain are to be found the followers of
Jainism (Shah, 1979). While the followers of this religion come
from various parts of India, a large number in Britain are from
Gujarat, having come either directly from Gujarat or from parts of
East Africa. According to Shah, their social relationships are 
characterised by membership of caste associations (i.e. of one of 
the Nav Nat- nine communities - associations) and the strength of 
their religious devotion appears to have been undiluted by their
living in England. However, she also goes on to point out the
lack of solidarity among Jains as a religious group; and 
speculates on the likely consequences of this. In particular, the 
British-born jains are seen to be vulnerable to influences of the 
dominant society. In that situation, she holds that the problem 
of the younger generation is that "of working out how to adjust 
without becoming non-believers" (op.cit. p.375).
Among the Zoroastrian community in Britain, there is to be found 
a small number of Parsi Gujaratis (Mehta, 1982). The Parsi 
community in Gujarat developed out of the immigrants to Gujarat 
from Persia. They settled in Gujarat and adopted the Gujarati way 
of life, including the language. The name Parsi represents 
Gujarati-ization of the word Persian. The community in Britain 
has gone through at least two phases. In the first phase, a small 
number of Parsis settled in this country between the wars. They 
appear to have become non-practitioners of Zoroastrianism over 
generations; and have become absorbed in the host society. The 
second phase roughly covers the period between^ 950 Vs and^1970fs. 
This community is composed of the immigrants from the Indian 
sub-continent as well as political refugees from East Africa. It 
appears that Zoroastrianism is practised in the home but as the 
younger generation grows up and moves away from the family, it 
tends to drift away from religion. The third and more recent 
phase comprises the Iranis. The common bond between the Parsis 
and the Iranis is, of course, the practice of Zoroastrianism. As 
the Parsis were speakers of Gujarati whereas.Iranis were not, the
consequence of unification through religion has been in the loss
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of active use of Gujarati on the part of Parsis for their social
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interaction. In Gujarat, Parsis have developed a particular form 
of Gujarati usage for their religious purposes. This usage has 
all the features of a localised language and this characteristic 
makes it weak and vulnerable against stronger influences as a part 
of settlement abroad. The author analyses the retention of 
Zoroastrianism in Britain in terms of "liberalisation” , i.e. the
extent to which beliefs of the followers have moved away from
the norm of fundamental tenets of the religion. The statistical 
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analyses of the two surveys he reports on provide a basis for 
putting members of the community in three groups: Committed
Zoroastrians, Practising Zoroastrians and non-practising Parsis. 
The analyses also indicated that "the most powerful predictors of 
liberal views on all aspects of Zoroastrianism was out-group 
marriage" (op.cit. p.247). The author also remarks on a social 
divide experienced by Parsis and the Iranis. To quote, "The 
relationship between the two branches of Zoroastrianism is 
ambiguous: they are conscious of being fellow believers, but the
Iranis feel inferior to the Parsis because of the latter’s long 
history of economic success in India, while the Parsis resent the 
Iranis’ claim to be the inheritors of the ’purest’ form of 
Zoroastrianism" (op.cit p.249).
We opened this discussion by referring to the significance of the 
Great Tradition in Hinduism for Gujaratis abroad. We now return 
to this theme. Patel (1976) examined selective retention of 
Hinduism among the Gujaratis in, besides Britain, South Africa, 
Zambia, New Zealand and Fiji. Apart from his interest in 
providing a comparative description, he was also interested in 
generational differences in the retention of religion. His 
analysis was based on three manifestations of the practice of 
mainstream Hindu religion: presence or absence of temples,
Brahman (i.e. high caste) priests, and home shrines in the 
communities. Temples for the Hindus serve various functions
ranging from the almost secular function of being a social meeting 
place to the purely religious, that of providing a sanctified 
environment for engaging in the institutionalised form of worship. 
The activities of Brahman priests in a community are an indication 
of the existence of caste hierarchy and its recognition and thus, 
tend to reinforce traditional Hinduism. Ihe author quite rightly, 
uses the existence of home shrines as the indicator of break-up of 
Brahmanical domination and regulation of the Hindu act of worship. 
The home shrines enabled the Hindus to legitimise this revolt from 
the domination of the Brahmans. Five Hindu Gujarati families were 
studied in each of the five countries. The evidence from this 
study is presented below.
Country Community Temple Brahman ShrinePersons
England Birmingham Yes Yes Yes
praying:
Wife
Luton No No Yes Wife
Rugby No No Yes Wife
Walsall Yes Yes Yes Wife,
South Durban Yes Yes Yes
husband
Wife,
Africa
Durban No No Yes
husband 
Husband,
Johann­
esburg Yes Yes Yes
children
Wife
Pretoria Yes Yes Yes
Praying
Wife/
Zambia Chingola No Yes Yes
daughter
Wife/
Lusaka Yes Yes Yes
brother1s
wife
Whole
Lusaka Yes Yes Yes
family
Whole
Mufulira No Yes Yes
family
Wife/
N'dola Yes Yes Yes
daughter 
Wife,
husband
(Continued on the next page)
Country Community Temple Brahman ShrinePersons
praying:
New Auckland No No No
Zealand
Welling­
ton No No Yes Wife
Fiji Nandi Yes No Yes Wife
Nausori Yes Yes Yes Wife, 
husband
Suva Yes Yes Yes Whole
family
Suva No No Yes Wife,
husband
daughter
Suva No No Yes Wife,husband 
husband, 
daughter
Total 16 10 12 20 20/15 
famil ies
(op.cit., p.239)
A very important consideration in studying retention of religion
abroad is the matter of the cultural norms governing religious
behaviour. Patel quite rightly observes that "the overseas
families only reflect an Indian cultural norm that praying, like
child-bearing and cooking, is a woman's affair" (op. cit. p.
241). The greater prevalence of these two markers of Hinduism in
South Africa and Fiji is related, to an extent, to the lonjger
history of Gujarati settlement in both countries. However, this
does not seem to have happened in New Zealand where settlement has
been as old as in Fiji. In the cases of England and Zambia,
Gujarati settlement has been much more recent, having taken place
during the wars. In the case of England, the contrast is between
larger centres like Birmingham with a large Gujarati community and
smaller places like Luton, Rugby and Walsall. The overall picture
emer.rging from the study reported here seems to be that 
W "
characterized by a process of religious retention first at the 
level of the individual family, reflecting the cultural norm 
brought from India and later making a gradual movement towards 
orthodox Hinduism through the setting up of temples and the
appointment of Brahman priests to preside over ritual worship.
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The social significance of this transition from .individual
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approach to religion to group expression of 'orthodoxy1 as 
symbolized by the temple and the Brahman is that religious 
allegiance provides a group yet another means of solidarity. The 
author also provides evidence about generational differences in 
the understanding of Hindu beliefs, mores, Gods, and the 
celebration of festivals. There was a big difference in the 
understanding and acceptance of the traditional Hindu virtues and 
vices between the older and the younger generations in all the 
countries, and ignorance of the Hindu pantheon was quite 
wide spread among the younger generation in all the countries. In
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all the countries, whole families appeared to participate in Hindu 
festivals. With the exception of New Zealand and England, the 
families in the remaining three countries appeared to have taken 
part in a wide range of Hindu religious ceremonies.
The Gujarati community in Britain has access to secular Gujarati 
reading material through a flourishing Gujarati press. One 
journal in particular, has been described by Solanki (1976). As 
he says, it is directed towards Gujarati - speaking Hindus, 
Muslims, Jains, Parsis and Christians, and also towards those 
Gujarati women who may have meagre knowledge of English. His
estimate of the Gujarati population in Britain is based upon 
personal knowledge and he suggests that the population is over 
350,000. At best, this can be regarded as an indicator only. The 
Gujarati press is an indication of the maintenance of Gujarati, 
especially, the written form. There is also some evidence that 
Gujarati is being maintained within the community as well and at 
various age levels. Rosen and Burgess (1980) report a survey 
carried out in ILEA schools. Gujarati speakers formed 5% of the 
sample of 749 bilingual secondary age pupils in 28 secondary 
schools, representing 14% of 11-12 year old pupils in all ILEA 
secondary schools. The Gujarati speakers shared fourth rank, with 
Spanish, in the percentage table. More importantly, among the 
Gujarati-English bi-linguals, 24% were proficient in reading 
Gujarati but not in writing. In terms of speaking fluency in 
Gujarati, 80% were fluent, 15% at intermediate level and 5% were 
at initial level. When proficiency in English language usage was 
considered, 41% of the Gujarati bi-linguals were found to be 
unambiguously speakers of English whereas 59% incorporated 
features from an overseas language in their English language 
usage. The picture that the survey presents, as far as Gujarati 
bi-linguals are concerned, is that of active use of different 
Gujarati language skills and a gradual move towards the mastery of 
the English language, but without adverse effect on Gujarati.
In the survey of Gujarati language usage in Leicester (Wilding, 
1981), there is a total absence of respondents below the age of 
18. This may indicate either a sampling bias excluding this group
or a possibility that speakers of Gujarati below age of 18 were 
not encountered in the survey. However, that limitation apart, 
the survey reported on 312 subjects altogether. Of these, 200 
spoke Gujarati and eleven spoke Kutchi. There is some controversy 
surrounding Kutchi in that for some it is a regional variant of 
Gujarati whereas for others it is a language in its own right. It 
is certainly the case that the speakers of Kutchi do use standard 
Gujarati for communication purposes, and in terms of religious 
affilliation some Kutchis share the following of the Swaminarayana 
sect with Gujaratis from other parts of Gujarat. It is not 
necessary to take sides in the controversy, but one may treat 
information about Kutchi usage as adding an extra dimension to 
linguistic awareness. Among the 200 Gujarati speakers, 176 were 
Hindu, 22 Muslims and 2 Sikhs. From the respondents, 14% were in 
the 19-25 age group, 48% in the 26-39 age group and 35% in the 
40-59 age group, remaining percentage applying to the 60+ and 
unspecified category put together. The Leicester evidence 
certainly makes Gujarati very clearly the language of the older 
generation. Master (1982) looked at the Gujarati language 
proficiency of very young Gujarati children (nursery and infant 
school) in Leeds. She used the telling of jokes in Gujarati and 
English as a measure of proficiency in the two languages. She 
found that only four children out of 68 below the age of 11 were 
able to follow a simple Gujarati passage. She did not find any 
clear-cut evidence with respect to social class or residence in a 
better area. Her general findings point to a developmental lag 
between the use of two languages by young Gujarati children. As
development is firmly tied to home environment and interaction
with significant others in the family, it may reflect on the home
environment in which children are growing up. The study by Mercer
and Mercer (1979) focused on the attitudes of younger generation
Gujaratis to maintenance of mother tongue and to culture. The
sample of 38 respondents was taken from those attending a college
of further education and a boys’ sixth form college; and was
composed of 29 males and 9 females. The study, carried out in
four parts, used a combination of attitude questionnaire and
personal interviews conducted in English. The respondents
appeared to choose one of the three identity descriptions, viz.
British, Indian/British, and Indian. The authors summarise
attitudes to culture thus (op.cit., p.175): "Those choosing
§
Indian identity were, on the whole, less critical of traditional 
Indian moral and social norms than other respondents. Those 
choosing British identity tended to stress their right to be 
British, and, in some cases, did not see anything of value in 
Indian culture to pass on to the next generation. The members of 
the third ’mixed’ identity group represented, in very general 
terms "cultural development through the synthesis of British and 
Indian elements." The three identity choices appeared to be more 
clearly differentiated in their attitudes towards the Gujarati 
language. The majority of those choosing ’British’ or 'mixed' 
identities tended to give 'instrumental' reasons for maintenance 
of Gujarati in Leicester, e.g., for communication with 
non-English-speaking members of the older generation or to new 
immigrants.
Those choosing Indian identity perceived the importance of 
Gujarati covering a wide range of socio-cultural experience, e.g., 
talking to friends, going to the temple, to festivals, to 
weddings, for maintaining links with the Indian homeland and 
cultural heritage. The authors use the terminology from Gardner 
and Lambert (1972) to refer to the attitudes of the British and 
'mixed1 identity groups as 'instrumental' and the attitudes of 
those with Indian identity as 'integrative'. In the case of 
Muslim Gujaratis, language acquires extra significance because of 
its very close ties with worship. Hahlo (1980) in the study of 
the Gujarati community in Bolton found that Hindus and Muslims 
from Gujarat used Gujarati extensively for their social 
interaction and experienced consequent solidarity which cut across 
religious divisions. However, theirs was not a simple case of 
Gujarati-English bilingualism. Rather, as far as the Gujarati 
Muslims were concerned, it appeared more meaningful to describe 
them as tri- or multi-linguals. From the sample of 258 Gujaratis, 
115 were Urdu speakers as well. In terms of areas of origin, the 
largest number was from Surat (i.e. South Gujarat), second 
largest from Kutch (i.e. Western - most part of the Gujarat 
peninsula) and the third large group from Broach (again, South 
Gujarat). The Bolton community is, thus, characterised by 
homogeneity on the basis of area of origin and common language but 
differentiated by religion as well as by additional language of 
worship. Having looked at the maintenance of religion and 
language, we now go on to consider evidence regarding survival of 
customs, particularly among Hindu Gujaratis. The Hindu caste
system as a form of social stratification has attracted the 
attention of sociologists and others for some considerable time. 
How the subject has been treated in sociological literature is not 
of immediate relevance although what this form of stratification 
means to a particular group of people might certainly be relevant. 
The interpretations of caste range from a sanctified, god-given 
social order which an individual can only ignore at his peril to a 
simple and outmoded form of division of labour in society. While 
these two attitudes certainly represent extremities, it is 
important to stress that the terminology for discussion of caste 
derives from both sets of attitudes. The basic foundation of this 
form of stratification is varna (which can be loosely translated 
as ’complexion’) which, apart from its descriptive meaning, was 
also given a connotation of rank, prestige, etc. As a result, the 
varna principle extended beyond construction of principle 
governing a hierarchy based on lighter or darker varna or 
'complexion1. The concept of jati developed to reflect assignment
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of status to groups on the basis of varna. Increasingly, varna
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principle operated at the level of abstraction while jati became 
its practical manifestation. Hindu social order can be seen as a 
superordinate hierarchy , subdivided on the basis of jati status.
A number of sociologists have remarked that Hindus talk 
meaningfully and animatedly about jati while varna ideology 
remains implicit in the attitudes they hold. In popular parlance, 
varna is hardly ever mentioned but jati, and vernacularized form, 
jat, forms the basis of social prestige, and social interactions. 
Barot (197*0 reports on the field work he carried out among the
Kampala Hindus, and particularly looked at the extent to which his 
subjects experienced the reality of caste and what form the 
practice took. Interestingly, and rightly, he made use of 
ethnographic data, paying particular attention to folk categories 
of classification. In folk usage nat and jat are used 
interchangeably while a further subdivision is made on the basis 
of atak (the Gujarati word with the surface meaning of surname) 
which is a unit prescribing exogamy. In practice, exogamy rules 
mean that marriage ties are entered into by families bearing 
different atak (or surname). In the fieldwork with the Lohana 
community, Barot found that most marriages had taken place on the 
basis of this principle. However, it would be an unwarranted 
generalisation to regard atak as sole marker of exogamy. While it 
is appropriate for explaining customs among the Lohanas, in case 
of another large Gujarati Hindu community, the Patels, the 
principle of exogamy appears to have less force and the social 
prestige is attached to hypergamy, i.e. the practice of wanting 
to marry daughters into superior lineages or having higher social 
prestige. It is quite possible that Barot*s subjects eventually 
arrived in this country and, therefore, the social organisation he 
describes remains relevant. Other workers have reported on the 
size of the Lohana community in Britain (e.g. Michael son, 1979) 
who make up the second largest group, after the Patidars, among 
the Gujarati Hindus in Britain. Michaelson (1979) has also 
addressed the issue of caste among the Gujarati Hindus in Britain. 
She focuses on three numerically large groups: the Patidars, the
Lohanas and the Visa Halari Oshwals. Similar to the point about
Nat Jat made by Barot, gnati (Sanskrit word for the Gujarati nat)
is identified as the most important descriptor relating to
traditional caste occupation. Her account suggests a remarkably
stable pattern of pursuit of caste-related work by Gujarati Hindus
- this being the case with the trading castes as well as artisan
castes. Her observation that for some Gujarati Hindus employment
in jobs unrelated to caste is seen as a temporary phase until the
time when a person can return to caste-related activity reminds
the readers of Tambe-Lyche1s remark that for Gujaratis aspiring to
achieve a merchant or white-collar status, wage labour was seen as
a ’transitory phase* (op, cit., 1973» p. 51). She provides a
clear exposition of the complexities surrounding the Patidar
marriage practices emanating from patrilineage and hypergamy and
undergoing a range of extensions and modifications along the lines
of huge dowries to Patidar girls by their families, occasional
payment of bride price by the groom’s family, preference for
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India-born Patidar girl as a match for ’’British” Patidar boy and
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Patidar parent’s reluctance to marry their "British” girls to 
Patel boys in India. The last two tendencies, in particular, have 
important consequences in terms of the balance of eligible Patidar 
boys and girls at any given time. Research into this can address 
the hypothesis of the desirability or otherwise of 
caste/village-based practices in a foreign environment for more 
than one generation. Michaelson is quite right in observing that 
intense rivalries among the Patidars on the basis of status 
deriving from natal villages have prevented the emergence of a 
unified Patidar caste association. This contrasts with the other
two groups she reports on. Lohanas have been observed as having
an ideology of common origin and this is reinforced by the notion
of equality within the caste and the whole spread of affinial
links. The community life of this group is characterised by
participation in the activities of local caste associations and by
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their considerable use of extensive network of communication with
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caste members outside their local area. The Oshwals, too, appear 
to regulate their marriage practices by informal marriage circles. 
However, unlike the Patidars, the arrangement of circles remains 
informal and does not create a hierarchy. Also, they did not 
require the constraints of village exogamy, and before the second 
world war, had the custom of renewing marriage alliances.
However, more recently, the practice has been on the decline and 
the tendency has been noted of regarding ’equal wealth and 
education’ as the main consideration in arranging marriages. The 
most important feature of the community in Britain appears to be 
their cohesiveness which operates at all levels - religious 
rituals, policy relating to marriage rules, caste funds, and so 
on. The other feature is its exclusivity - only Visa Halari 
Oshwals are allowed to be full members of the association.
Although Oshwals are Jains, all the other Jains and Vaniyas are 
excluded. These, then, appear to be major differences among the 
three groups. They provide insights into differential 
articulation of notions of status and the attitude towards a 
’relationship' with the original social grouping in India.
Various sections of the Asian community look to the Indian 
sub-continent for help in maintaining the custom of arranged
marriages. Jones and Shah (1980) report on a sample survey of 
immigrants from the Indian sub-continent given entry for the 
purpose of marriage. A major feature of this group is that their 
journey to England is a part of a response to the custom of 
arranged marriage, the actual marriage only taking place after 
they have actually come. From the total of 404 entrants sampled, 
Gujarati Hindus formed a very small group, only 21, compared to 
the largest group of Pakistanis numbering 162. Among the Gujarati 
Hindus, there were ten males and eleven females. In the whole 
group, among the males, a larger percentage was over 21 years of 
age, whereas among the females, more than half the group - 64 - 
were in 15-20 age group. The very young age of female entrants is 
quite striking; and appears to reflect the pattern of rural India 
or Pakistan where girls are given in marriage under the arranged 
marriage custom at similar age. The constrast with males is also 
very marked emphasising that sponsorship through arranged marriage 
has been a major factor influencing their arrival in this country. 
The authors suggest (op. cit., p. 341) that trans-oceonic 
arranged marriage should be seen as an adaptation to specific 
circumstances rather than a radical departure from traditional 
norms.
Section 3. Interactions with the host society.
In a sense this section provides a contrast to the preceding 
section. The previous section showed what the communities looked 
like from within; and what appeared to be relevant concepts for
such a description. Here, we look at the responses of the 
community to the factors operating outside of it - the factors 
which characterise the surrounding society. The studies relating 
to employment, housing and education provide some areas, among 
others, of such interactions. Brooks and Singh (1979) explored 
the increasing divergence between ethnic values and the reality of 
the structural situation in which they were located in Britain.
The authors suggest that 'the myth of return1 held by immigrant 
groups in varying degrees of intensity provide them with a 
rationale for not abandoning their cultural orientations and at 
the same time, making a compromise with the reality of their 
economic situation. The authors draw mainly from a study of 
coloured immigrant workers in manufacturing industry in the West 
midlands the West Indians as well as Asians. The article under 
discussion here was confined to various categories of Asians:
'East African' Asians, Gujaratis (mainly Hindus), Panjabi Sikhs, 
and Pakistanis. In this study, various ethnic groups showed a 
"rigid determination to maintain a culturally separate existence" 
(op. cit., p.22), adding that the Gujaratis, interestingly, 
believed that some 'concessions' should be made. It seemed that 
all the groups used an underlying rationale of return as the 
justification for remaining 'separate'. The Gujaratis appeared to 
express this rationale less intensely than the Pakistanis and the 
Panjabis. In order to examine the assumption that a greater 
intensity towards the myth of return was directly correlated with 
the greater number of visits home, they analysed the frequency of 
visits to the Indian subcontinent. Among the Panjabis, a very
large number (71%) had made no return visits. In comparison, just 
over half the Gujaratis (56%) had made one return visit since 
their arrival. While this evidence indicated differential 
interpretation in reality of the myth of return, as the authors 
rightly point out, these actions are clearly related to the way 
communities have developed as separate entities. Nowikowski and 
Ward (1979) studied the occupational career patterns found among 
South Asian residents of South Manchester suburbs. They related 
their career patterns to three categories: 'professional1 , the
'businessman' and the 'petit bourgeois'. The study used a 
combination of research methods: participant observation, sample
survey and interviews. They noted that, in terms of their life 
chances and life styles, this was not a homogeneous middle class 
group. They concluded that the middle class position associated 
with suburban residence has the effect of creating a tendency 
towards assimilation. Equally, they noted that emergence of an 
ethnic response in some groups - a response which, 'while drawing 
on traditional and cultural patterns is shaped by the constraints 
of discrimination’ (op. cit. p.9). Pratibha Parmar (1978, 1982) 
situates Asian women within a societal framework influenced by 
capital, patriarchy, and race structure. Asian women, in her 
analysis, are shown as being exploited and suffering considerable 
disadvantage as a result. Discussing what she calls 'a 
pathological perspective', she demonstrates, with instances, how 
this has been challenged by Asian women. Her penetrating analysis 
succeeds in two ways : one in the rejection of 'culture* as
something static; and two, demonstrating how cultural
explanations are used to draw attention away from societal 
factors. By removing the consideration of the Asian woman out of 
the traditional area of Indian culture, Parmar succeeds in making 
their condition acultural and thus readily interpretable using the 
concepts of race, patriarchy, and gender. Parmar’s own quarrel 
with the tendency to pathologise black families is on the grounds 
that the norm of the white nuclear family against which the black 
family is evaluated and found wanting is rooted in English social 
history. She quotes, for instance, Michele Barrett who pointed 
out that the nuclear family is the historical achievement of the 
bourgeoisie and not of the working class. This particular point 
is extremely important in considering the family ideology of the 
Gujaratis in two important ways - one historical and the other as 
a consequence of immigration. Historically, the solidarity of 
family life, is a characteristic of family ideology in the Indian 
sub-continent. Second, as has been noted elsewhere (e.g. 
Tambs-Lyche, 1980), it seems to be a major part of the Gujarati 
immigrant's ideology that they have petit bourgeois aspirations as 
the main press for drive and achievement in a foreign country.
This would suggest that Parmar's analysis, while accurate to an 
extent, provides an exclusively feminist perspective. The 
conflict of ideologies in Gujarati families, following her 
analytical description, is occurring at two levels: at the level
of gender stratification and at the level of family ideology. The 
two levels may be regarded as stages: the gender conflicts have
to occur in the wake of influences from the host society but the 
family ideology, as an instrument for coping with societal
influences like racism and discrimination, has the effect of
neutralizing gender conflict, even if one major consequence of
that turns out to be the ascendency of patriarchy. In the section
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that follows, a number of research studies have provided^basis for 
conceptualisation about the Gujarati social behaviour abroad under 
a general heading of The Social Man.
Section 4. The Social Man.
A major feature of the description of the Gujaratis abroad is 
their merchant identity. What are the sources of this identity? 
One factor probably, is the blurring distinction between 
agriculture and commerce in some parts of Gujarat. Tambs-Lyche
(1979)» for example, remarks on how cotton was turned into cash
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crop by development of^cotton industry in cities like Ahmedabad
and Surat in Gujarat. He suggested that, ’agriculture in this
part of India (i.e. Gujarat), therefore, has been incorporated
into a capitalist interest economy, larger than in the rest of the
country - excepting, of course, Bengal’ (op. cit. p.50).
Another source may be the particular tradition of migration within
and outside India. Gujarati merchants and shopkeepers are to be
found in all parts of India, including the big cities. The
peninsular position and the access to sea routes to Africa and the
Middle East have also contributed to a vibrant mercantile and
sea-faring tradition. Further, cultural approval of migration
abroad for mercantile activities and economic betterment have been
a part of the cultural consciousness of generations through having
been kept alive in folk sayings and experiences. Weber's concept
of the Rational Man may also be appropriate in this context,
particularly for providing an explanation of the very act of
immigration. For every immigrant, immigration is an individual
act. The initial spur to migrate may have specific local causes.
However, as the initial motivation translates into practical
action, the migrant as a Rational Man (in Weber's terms), counts
economic costs and benefits consciously or unconsciously. The
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investment ranges from the costs of^journey abroad to the 
emotional expenditure through leaving the roots, parting with the 
family, and isolation in the new environment. This investment is 
the basis on which the migrant begins to think and act in the new 
environment. 'The Myth of Return', noted earlier, is one way in 
which the emotional investment appears to be rationalized. 
Activities which would maximize the return on investment - whether 
emotional or financial - are favoured to the exclusion of other 
activities. The outlook which is produced has the characteristics 
to be found in the merchant identity. Reference has already been 
made to two features of the Gujarati social behaviour in the two 
terms used by Tambs-Lyche - the location of 'niche' and perception 
of the 'opportunity situation'. Clearly, these make enterprise 
possible, or at least, that is what Tambs-Lyche's informants 
believed. His informants in Norway (Tambs-Lyche, 1980), for 
example, appeared uneasy as they found that within the Norwegian 
economic framework they did not have very many opportunities for 
individual enterprise and initiative as housing, employment and 
schooling were organized by the authorities as a part of their
refugee settlement programme and a major part of economic activity 
was controlled by the multi-nationals. In the study of London 
Patidars , he reports on how his informants saw 'wage labour1 as a 
transitory activity until able to set up on their own in business, 
however small. Tambs-Lyche1s personal views prompted him to be 
dismissive of this attitude as 1 petit bourgeois1; and he did not 
explore this further, constrained by own views. However, this 
outlook has been noted by the observers of Gujarati diaspora in a 
wide range of geographical contexts and to that extant, it 
requires a fuller exploration within the Weberian concept of the 
Rational Man. Bharti (1964) notes, in the East African context, 
that the Asians were seen as very thrifty and lived on a 1\ 
incredibly narrow profit margin. He also noted that they formed a 
sort of buffer between the British and the local population.
Patel (1976), in the South African context, noted how the 
Gujaratis concentrated in the small town of Ladysmith as a 
consequence of the apartheid policy, found that the policy blocked 
their opportunities. While this reaction is equally shared by the 
black South Africans, the point to make is that the Gujaratis are 
perceiving this blocking both as immigrants, and therefore 
outsiders, and because of the buffer role they have been known to 
have played in another part, i.e. in East Africa. Rosenthal 
(1977), again in the South African context, says of the Gujaratis: 
"The Gujarati shop owner typically brings his sons up into 
business, perhaps initially as assistants, but later making them 
partners, and eventually leaves the business to them on his 
retirement or death (op. cit., p.701). In the study of Asian
Indian women in the motel industry in the United States, Thaker 
(1982) has this to say: "Both Patel and Bhakta motel owners come
from rural land-owning families and have relatives in Africa and 
Britain who are also involved in business" (op. cit. p.68). 
Further, she notes how professional and qualified Gujaratis plough 
their incomes into motels until they are making sufficient profits 
from their investments alone and can forego the security of salary 
cheques. It is clear from her analysis that the behaviour of the 
Gujaratis in motel industry demonstrates an interaction between fkc 
profit motive on one hand and rational planning to promote it 
through an understanding of the structural features of the 
economy, e.g. investment potential and soundness of real estate
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in modern, industrial environment. Bose (1979), in a descriptive 
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account of Asians in Leicester cites a number of case studies of 
successful and not so successful Gujarati businessmen,and 
emphasises how both enterprise as well as ability to cut losses, 
and willingness to make a new start^combine to strengthen the 
merchant identity.
This chapter has provided an overview of the extant knowledge 
about Gujaratis abroad, especially in Britain. In so doing, it 
has enabled us to highlight features of Gujarati culture - 
maintenance of language, religion and customs, and interactions 
with society at large. It has also shown how particular 
theoretical approaches to understanding Gujarati communities have 
led to particular perceptions - e.g. Desai finding 'deviants', 
Tambs-Lyche finding the community looking for 'opportunity
situation1 , Lyon suggesting that certain features of Gujarati 
ethnicity might be 'enduring1. The discussion of the Social Man 
conveniently put together a number of these and similar ideas.
The appraisal in this chapter, apart from making us aware of what 
is known, has, more importantly, put out pointers about what needs 
to be known. The task of the next chapter is to derive some 
propositions from a summative view of the researches and formalize 
the present research within an appropriate theoretical framework.
Chapter 3
Theoretical Development
The task of this chapter is to construct a theory of educational 
achievement of Asian children. This theory will be tested by 
investigating its implications in a study of Gujarati children.
The theory development process outlined in this chapter has the 
following stages: a consideration of a range of propositions
(Section 3.1), syllogisms utilizing the propositions (Section 
3.2), conclusions (Section 3.3), definitions (Section 3.4), and 
finally, a statement of hypotheses (Section 3.5). Decimal 
numbering of sections and subsections was thought less appropriate 
elsewhere in the dissertation, but was adopted in an elaborated 
form in this chapter for ease of reference in the development of 
the theory.
3.1 Propositions
In the first chapter we noted that the push-pull paradigm 
provided a range of explanations for migration into Britain. We 
also noted that a problem perspective was adopted in dealing with 
ethnic minority children in schools. This perspective, while 
persisting for some considerable time, began to give way to a
developing cultural pluralism. This development meant that various 
cultural groups began to be treated separately and, more 
importantly, be perceived positively or negatively. Schools 
appeared to recognise, or be at least tolerant of, Asian cultures. 
West Indian culture seemed to be viewed negatively. Differences 
in achievement patterns of Asians and West Indians are noted. The 
success of Asian children within the education system was 
attributed to their cultures which, as we already noted, were 
viewed positively. The underachievement of West Indian pupils was 
attributed, among other causes, to certain features of their 
culture (family patterns, language, behaviour). Asian parents 
were seen as ambitious for their children, supportive of their 
children and having a positive attitude to education and to 
schools. This seemed to suggest that explanations of educational 
achievement were to be found within the home as well as the 
positive attitudes of teachers and schools. Thus two sets of 
cultural explanations - those originating from teacher attitudes 
and those originating from parental influences - provided the 
focus of inquiry. The second chapter noted the characteristic 
features of Gujarati culture in Britain. Their significance goes 
beyond description in that they provide substance to the 
influences Gujarati parents exert on their children as they 
progress through the system. At least three general points might 
be made on the bases of these two chapters. First, while the 
studies noted have been concerned with educational achievement, 
they have, without a single exception, been conducted without a 
theory of educational achievement as a starting point and have
remained at the level of surveying the situation. Second, while 
the various findings may have implicit relationships in that they 
relate to the substantive field of educational achievement, these 
relationships need to be made explicit. Third, while claims are 
made about the cultural factors as causes of educational 
achievement of Asian pupils, only one or two studies cited in the 
first chapter included culture-related variables. The extant 
knowledge on the cultural characteristics of Gujaratis abroad, in 
contrast, derives from studies of adult populations. These 
considerations mean that it is necessary to develop a deductive 
theory which is 'middle range' (Merton, 1957) in status and 
axiomatic in form. In Merton's terms "sociological theory refers 
to logically interconnected conceptions which are limited and 
modest in scope, rather than all-embracing and grandiose". 
Zetterberg (1966) chooses the term 'partial' for such theories and 
notes that their major feature is that they neither contradict nor 
are synonymous with other accepted theories. To quote, "sociology 
is believed to advance most rapidly by developing a large array of 
such partial theories". (Zetterberg, 1966, p. 18). As Archer 
(1982) has notedjthe propositions in a middle range theory "link 
the general analytical framework to substantive reality and their 
theoretical role is precisely to give the abstract formulation a 
firm purchase on empirical reality".
There are at least two sources available to us which will help in 
formalising the propositions. One source is the literature on 
sociological propositions (for example, Berelson and Steiner,
1964; Blalock, 1967). The main feature of this source is its
generality. Even so, such propositions have potential for
derivations and extensions of ideas. As is noted in the
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discussion that follows, sometimes there is very striking
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similarity between the propositions and substantive observations. 
The propositions address general sociological areas like social 
stratification or culture or the more specific ones like race and 
ethnic relations.
The second source is the actual substantive field outlined in the
previous two chapters. In Archer’s view, propositions become
linked with the empirical reality through this source. Both these
IS
sources will be liberally used in the development which described
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in this chapter. We begin by noting some advantages of using an 
axiomatic theory.
Zetterberg (1966) saw at least five advantages of such an 
approach to theory. It provides the most parsimonious summary of 
research findings. It yields highest plausibility for a given 
amount of supporting data. It helps to locate critical research 
problems. It delimits the area in which sources of failure of the 
theory are to be located. It assures a clear distinction between 
definitions and hypotheses.
The propositions can be placed in one of the following three 
categories:
3.1.1 Self-evident.
3.1.2 Derived from general soeiological knowledge.
3.1.3 Derived from the literature reviews in the first two 
chapters.
Implicit in this formulation of categories is the epistemology 
which informs the propositions. The self-evident propositions 
rely on a common-sensical knowledge of the nature of man and his 
social behaviour for their appeal. Those derived from general 
sociological knowledge establish the link between substantive 
themes and the discipline of sociology. Those derived from the 
literature reinterpret trends and findings in the interest of 
theory construction. It is contended that such an epistemology is 
not only desirable but essential in view of the attribution in the 
literature of cultural factors as^source of explanation of
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educational achievement of Asian pupils.
3.1.1 Self-evident propositions
How human beings conduct themselves in various social situations 
and how they respond to their social and economic circumstances 
can often be described in terms of self-evident propositions. The 
following general propositions are relevant when issues like 
achievement and cultural influences on it are being investigated.
People make an effort to succeed in the task they have chosen.
(3.1.1.1)
People excel in those activities in which they get personal 
satisfaction. (3.1.1.2)
People work hard in a task if there is a reward for undertaking 
it. (3.1.1.3)
People bring up their children by their own standards. (3.1.1.4)
Schools value and foster educational achievement. (3.1.1.5)
Teachers in school act in loco parentis. (3.1.1.6)
3.1.2 Propositions derived from general sociological knowledge
It may be appropriate to begin with a consideration of some of
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the propositions developed within the framework of^social sciences 
by referring to the work of Berelson and Steiner (1964). This 
work brings together a large collection of research findings in 
the form of propositions. These propositions can serve as a 
useful preliminary in the process of theory construction. While 
the majority of the researches from which the propositions are 
derived were conducted in the American context, the 
appropriateness of some of them to the British context is quite 
striking. As we already noted in Chapter One, the push-pull
paradigm provides the most comprehensive account of immigration 
from the Caribbean and the Indian sub-continent. The expansion of 
the British economy during the nineteen sixties created demand for 
labour and stimulated immigration from the Caribbean and the 
Indian sub-continent. The relevant proposition in Berelson and 
Steiner is:
"At least over the short run, the state of the economy in the 
receiving country is more influential in stimulating free 
migration than is that of the sending society". (Their 
proposition No. A 7.1) My number (3.1.2.1)
Continuing with a further example from the British situation it 
may be noted that the earlier phase of migration from the Indian 
sub-continent was characterised by a predominantly young, male 
labour force with families remaining behind. Also, after the 
legislation controlling male immigration came into effect, the net 
immigration, from the mid-nineteen sixties onwards, consisted 
predominantly of wives and children joining the menfolk already 
here. The following two propositions from Berelson and Steiner 
make similar points:
"With regard to personal characteristics, free international 
migration is particularly likely to consist of young adults and 
men, but during periods of reduced migration women are more 
numerous; they are joining the men who migrated earlier." (Their 
proposition number A 7.2) My number (3.1.2.2)
On the point of stereotyping behaviour on the part of the 
dominant sections of the society with regard to minorities, the 
following proposition from Berelson and Steiner is very 
appropriate:
"There is a tendency in most human societies for people to prefer 
their own kind and to stereotype ethnic outgroups, especially 
lower status ones, in a negative fashion". (Their proposition 
number B 1) My number (3.1.2.3)
As already indicated, the literature reporting propositions 
conveniently summarises empirical researches. Another approach 
can also be utilized in the present task of theory construction.
In this approach, statements made in another context can be 
scrutinized to see their potential for constructing propositions.
In relation to the discussion in Chapter One on the subject of 
teacher attitudes to ethnic minority pupils, the issue of teacher 
expectations leading to self-fulfilling prophesies acquires a 
particular significance. Briefly, the argument is that 
expectations influence behaviour (in this instance that of 
teachers) and the resultant behaviour is mainly responsible for 
bringing about the outcome which was initially only at a 
subjective level, as mere expectations. The expectations may be 
based on teachers' own personal constructs about the children 
(Nash, 1972), on such factors as neatness of dress and grooming 
(Rist, 1970), intelligence levels, real or imaginary (Rosenthal
and Jacobson, 1968). The following two propositions are derived 
from appropriate researches:
"One person's prediction of other person's behaviour somehow 
comes to be realized." (Rosenthal and Jacobson, 1968) (3.1.2.4)
"Teachers demand a higher level of performance from those 
children for whom they have high expectations." (Brophy and Good, 
1970) (3.1.2.5)
It may be recalled that in Chapter Two at least two researches 
were mentioned which sought to describe the social behaviour of 
Gujaratis abroad on the model of other minorities. Desai had made 
the suggestion that Gujaratis were regarding the Parsis as a model 
minority, and claiming that Gujaratis' adoption of this model 
implied integration "through voluntary segregation". Also, Pocock 
points out the advice given by the Pramukh Swami (the High Priest 
of the Swaminarayana sect) to his Gujarati followers to the effect 
that they should emulate the Jews. There is no research evidence 
in the literature to support the contention that the social 
behaviour of other Gujaratis abroad is like that of Parsis abroad 
or for that matter like the Jews. Therefore, the point of the 
comparison with other model minorities must be in terms of 
possible hypotheses about the common ground between their 
adaptation ideologies and those of the Gujaratis abroad. As a 
broad description, it might be legitimate to contend that Jews in 
Britain and the U.S.A. became integrated, over generations, with
the society of settlement by adopting the language, participating
in social and political life, having a high level of motivation to
succeed by utilizing every available opportunity, but retaining a
distinct cultural and religious identity. When the Parsis settled
in Gujarat, they adopted the Gujarati language, the Parsi women
adopted the Gujarati style of wearing Saris, utilized every
opportunity that came their way, participated actively in.social,
A
political and economic life of the country but retained their own 
social customs as well as their religious identity. In suggesting 
that Gujaratis in Britain should aspire to be like these two 
minorities the implication is that not only this model behaviour 
is right for them, it provides the most adequate conceptualisation 
of such behaviour. After this broad comparison between Gujaratis 
and the model minorities, we consider some of the researches 
relating to Parsis abroad. There do not seem to be any studies 
focused on any hypothesised similarities between Gujaratis and 
Jews and it would be appropriate only to speculate about the 
implications of such comparisons.
Noting the economic success of Parsis in India, Schermerhorn
(1978) identified certain objective conditions as possible factors 
which predisposed them to success. The factors were: growing
commerce and trade, a wide range of opportunities for capital 
accumulation, and the ability to fulfil intermediary roles. These 
conditions prevailed at the time following the arrival of Parsis 
in India and persisted in varying degrees and therefore the 
description is, initially, of historical significance only.
However, Shermerhorn also states (p. 271) that "fhom a dependent
and middleman position in the burgeoning economy, the Parsis 
worked their way up through symbiosis to independence". There is 
a very striking parallel here with the Gujarati community settled 
in this country. It may be recalled that in the account of 
Gujarati communities in London and the Midlands, Tambs- Lyche 
described how Gujaratis looked for opportunity situation in the 
wider society and how they acted out a range of roles within their 
own community, and how they saw wage labour as a stepping stone to 
accumulation of capital for becoming a small businessman. Also, 
similar to the experiences of the Parsis in India, Gujaratis find 
themselves in a capitalist economy with conditions similar to 
those noted by Schermerhorn (op. cit.).
The major point of this part of the discussion is that there 
appears to be a social process which a group experiences in the 
act of settlement abroad. It may be seen as a combination of 
'exclusivity' and of 'seeking out an opportunity situation'. 
Gujaratis in Britain seem to be doing both and, to that extent, 
their social behaviour may be regarded as similar to Parsis in 
Gujarat combining exclusivity and reaching out. Interestingly, 
these two characteristic features of settlers' behaviour in the 
society of settlement may be viewed as two opposite ends of the 
continuum, with 'exclusivity' emphasising retention of all or some 
of the things that a person regards important, and reaching out 
emphasising the kinds of adaptations (e.g. in language, dress, 
manners) needed to make the best of the opportunities. The
process represented in the continuum can be described as 
1integrationist ideology1. Such an ideology encourages a group to 
retain its own identity and at the same time become an integral 
part of the society of settlement. To summarise, studies of 
Gujaratis abroad point to prevalence of 1 merchant ideology' among 
them while the adoption of Jews as a model minority to describe 
their behaviour abroad, points to the relevance of 'integrationist 
ideology'. The former is narrow in its scope and 
conceptualisation and has support in the relevant literature (e.g 
Tambs-Lyche, 1980a) while the latter offers wider scope and 
conceptualisation but is based on postulated similarities between 
the two groups.
"People with a merchant ideology are ambitious and hard working." 
(3.1.2.6)
"People with an integrationist ideology value equally the 
retention of own culture and adaptation to another culture."
(3.1.2.7)
It is also possible to construct two further propositions, 
unrelated to each other, on the basis of this discussion.
"An attitude of culture-based exclusivity provides a basis for 
identity." (3.1.2.8)
"Settlement abroad produces a drive to seek out an opportunity
situation." (3.1.2.9)
In this connection, it is also of interest to note the following 
proposition from Berelson and Steiner, which appears to reflect 
the early phase of development of propositions on this theme.
"The ethnic identification becomes certainly important especially 
for the minority." (Their proposition number D 1.3) My number 
(3.1.2.10)
On the same point, Francis (1976) provides a proposition which 
refers to the context in which ethnicity develops and points to 
the importance of recognisable markers of ethnicity. The 
proposition is as under:
"Shared ethnicity becomes salient in social action orientation (1) 
if there is a contrast effect between two or more groups of people 
co-existing in a given social context, and (2) if the contrast can 
be interpreted in ethnic terms." (Proposition No 1 in 
Francis,1976) My number(3.1.2.11)
It may be contended that the situation of Gujaratis (and other 
ethnic minority groups settled in Britain) substantiates both 
parts of this proposition. In this context, the "social action 
orientation" may be broadly defined as groups aiming to co-exist 
in a culturally pluralistic society involving mutual tolerance and
adjustment to one another and the contrasts could be described (at 
least in the case of Gujaratis) in such terms of such markers of 
ethnicity as language, religion, social organisation, and certain 
living habits (e.g. rules governing diet, dress, family 
organisation).
In view of the comparisons already made between West Indian and 
Asian children in terms of their educational achievement and of 
differential forms of stereotyping they experience in school, it 
appears particularly instructive to follow the comparison of youth 
sub-cultures in the two groups as done by Rex (1982) who, while 
drawing such a contrast, also applies some theoretical ideas from 
Parsons (19^9) and Durkheim (1950). It ought to be emphasised 
that such comparisons are of particular importance in that apart 
from making interesting statements about a group of interest, they 
also help to set the comparison in a wider context by referring to 
more than one group. It may be appropriate to state that while 
the West Indians are not the subject of this investigation 
comparisons of Asians with that group should not be ignored on 
that account. Rex's interpretation is presented with some amount 
of detail because it represents adaptation of theoretical ideas to 
particular groups in a creative way in the sense that Parsons and 
Durkheim had both probably developed the general theoretical 
concepts without necessarily having empirical experience of ethnic 
minority groups. This observation may appear somewhat superfluous 
in that sociological laws apply to all social groups, including 
ethnic minority groups. However, the validity of this observation
is based on the importance of judging theoretical statements 
against varieties of empirical knowledge. An attempt has already 
been made in this chapter to develop theoretical statements by 
looking for similarities between Gujaratis and model minorities.
In the interpretation presented by Rex, it would seem that 
Parsons1 ideas provide at least two theories. One theory is 
described as a theory of adolescent socialisation and 
sub-cultures. The second is described as a theory of genesis, 
development and control of deviance. This separation has 
analytical merit but Rex also maintains that the second theory has 
to be applied to the first to produce a theory of deviance and 
conflict among adolescents. The central concept in Parsons' 
analysis is probably the concept of strain. He suggests that 
"socialisation out of the family necessarily involves strain in 
that the child having been socialised into a Gemeinschaft system 
of roles characterised by affectivity, diffuseness, particularism, 
ascription and collectivity orientation, is now required to move 
towards roles in the Gesellschaft characterised by affective 
neutrality, specificity, universalism, achievement-orientation and 
self- orientation" (Rex, 1982, p. 53). The concept of strain 
experienced in movement from one form of socialisation into 
another thus becomes the central concept. Groups will differ in 
terms of how this strain is handled. Rex also continues the 
analysis in order to clarify the nature of strain further by using 
Durkheim's (1950) typology of two types of social solidarity 
(altruistic and egoistic) and three types of suicide. In these 
terms, Rex suggests that the socialisation of Asian children
emphasises altruistic solidarity (defined as the situation which
required that the individual subordinates his whole life and
interests to those of the group). However, he also goes on to add
that the Asian school child is also subjected to the demands of
egoistic solidarity (requiring the subordination of the
individual's interests and desires to an ego or conscience which,
although autonomous and self-possessing, was a social creation.)
In Rex's interpretation, a number of features of Asian children's
family experience illustrate the presence of the first type of
solidarity (e.g. social restrictions experienced by adolescent 
A
Asian girls, arranged marriages, pressure at marriage on males to
remain within the economic framework of joint or extended family,
etc.). Additionally, Asian school child is pressed into a
/v
competitive and individualistic world and is expected to do well 
there. The notion of socialisation strain can best be illustrated 
by the following remark of Rex (p. 61). "The remarkable thing is
that they fulfil their expectations even though they are subject 
simultaneously to the demands of altruistic and egoistic 
solidarity, having to achieve well individually and for the sake 
of family honour". This discussion suggests the following 
proposition :
"Educational achievement depends upon the development of egoistic 
solidarity." (3.1.2.12)
The above proposition is essentially concerned with the 
individual. The next proposition, in contrast, makes a statement
about a generalised conception of educational achievement.
"Educational achievement depends upon the development of roles in 
Gesellschaft."(3.1.2.13)
0
Additionally, on the basis of the point about 'socialisation 
strain* discussed by Rex, the following proposition might be 
constructed:
"The ideology of family honour requires the Asian child to move 
between Gemeinschaft and Gesellschaft roles." (3.1.2.14)
In the discussion up to now, the role of the family has been 
mentioned a few times. Some of the general propositions in the 
literature are probably of some interest. In the discussion that 
follows, references are made to these and this is supplemented by 
a brief discussion relating to the conceptualisation about the
"Hi. /*Asian family in Britain, family as a social institution is
A
characterised by structures which vary on the continuum of 
nuclear-joint as well as types (patriarchical, matriarchical). 
While it is possible to find an instance of every variation in the 
Indian sub-continent, it is not really necessary to catalogue 
these. Instead, reference is made to the dominant ideology in 
that geographical area and this is supplemented by some statements 
about the extent to which this is taken as a norm by Asians who 
have settled in Britain. Within Gujarat itself, Acharya (1974) 
found the wide variation in family structures to be directly
related to rural-urban differences as well as to economic status 
(e.g. industrialists, big and small traders, professional people, 
etc.). She also remarked that the variations were always judged 
against the ideal type which was the joint family. She further
contended that Gujarati migrants abroad appeared to adhere the
/{x
same joint family ideal. In carrying out one of the functions, 
i.e. the socialisation of the young, a joint family situation 
appears to be the most pervasive influence. Kakar (1978, p. 103) 
remarks: "The main emphasis in early years of Indian childhood is
avoidance of frustration and enhancement of pleasurable mutuality 
of mother and infant, not encouragement of individuation and 
autonomy". This is also related to adulthood in terms of a 
predominant experience. He adds (p. 115): "Most Indians spend flyju
formative years of early childhood in an extended family setting." 
The two sets of remarks - one about the structures of families in 
India, and the others about the socialisation of of the Indian 
child - may appear to be unrelated and somewhat contradictory 
even. However, the point of these remarks is that the joint 
family as an ideal type may or may not always be translated into 
practice uniformly throughout the Indian society but the 
collectivity-orientation it represents does influence early 
socialisation to the extent that it finds a place in the 
consciousness. A proposition based on this argument may take the 
following form:
"Socialisation characterised by collectivity-orientation enables 
the individual to treat personal goals as group goals."
(3.1.2.15)
The role of the family in promoting the educational achievement 
of the Asian child has been stressed by Rex (1982), Ballard, C.
(1979) and Ballard, R. (1982). Rex maintains (p. 59):"Asian 
families are all, compared with English families, tight-knit and 
all attached more or less strongly to a culture pattern far more 
sharply differentiated from English culture than working class 
English culture is differentiated from the middle class culture of 
the school." Having drawn this contrast, he goes on to stress the 
significance for the Indian child of "very strong ties to quite 
specific kin, either in Britain or in the Indian sub-continent".
He maintains that regardless of affiliation to a permissive and 
ecstatic youth culture or through being sponsored into 
middle-class success (Rex's phraseology), the strong ties to kin 
imply duties and respect for authority. Ballard, R. (1982) 
points to a possible disjunction between the ideal type of joint 
family and the form of family which arises as a consequence of 
migration. In his view, a qualitative change which occurs in the 
ideal joint family might mean that at best the form might be 
described as a 'household*. He defines this (p. 180) as "groups
of people who live together and who make common domestic 
arrangements among themselves". The implication of these 
qualitative changes can be that there may not be any 
affectivity-governed relationships among various members of the 
household as might be the case in the ideal joint family type. 
Finally, Ballard, C. (1979)» in the context of family experiences
of Asian children, observes that parents may put great pressure on 
the children to work hard at school and have very high 
expectations of their children. These considerations lead to the 
following propositions.
"Bnotional attachment and dependence on specific kin is a 
culture-specific experience for Indian children." (3.1.2.16)
"The ties of emotional attachment to significant others help 
individuals to submerge personal goals into group goals." 
(3.1.2.17)
"Asian parents have high expectations of their children's 
educational achievement and they pressurise them to work hard at 
school." (3.1.2.18)
3.1.3 Propositions based on the Literature Reviews in Chapters 
one and Two
The Protestant Ethic thesis put forward by Weber appears to be of
considerable interest when considering achievement behaviour of
/\
Gujaratis abroad. The main concepts of the thesis were 'worldly 
asceticism' and a belief in pre-destination. It is possible to 
find at least two sources of justification for claiming this 
relevance. The first source of justification is located in the 
specific points made in Chapter Two about various religious groups 
which form sections of the Gujarati community in Britain. It was
noted that the followers of the Swaminarayana sect in Britain 
experienced doubts (Barot, 1973) about the survival in the British 
context of the twin concepts of moksha (the sacred) and man (the 
profane). Pocock (1976), too, referring to the practice of the
Swaminarayana doctrine in Britain, expressed concern of the
A
practitioners emanating from the distinction between dharma 
(religious duty) and sansara (worldly existence). Referring to 
some of the problems experienced by Jains in Britain, Shah (1979) 
has suggested that for the younger generation growing up in 
Britain these might take the form of "working out how to adjust 
without becoming non- believers" (op. cit., p. 375). Among the 
Parsis in Britain, a social divide is found between Parsis and 
Iranis (Mehta, 1982) on the basis that economic success has been 
attributed to the former group while the latter group claims to be 
the true inheritors of the 'purest1 form of Zoroastrianism. The 
adherance of Muslims in Britain to fundamentalist ideology has 
already been noted. The devout Muslim, in endeavouring to be 
faithful to Islam, indicates submission to the will of God. In 
rejecting what the school, and society at large, expects Muslims 
to conform to, the line is drawn between moving nearer God and 
acting out God's will on one hand and moving further away from 
such an aim by accepting pressures of adaptation in a Western 
society. The ambivalent attitudes of practitioners of mainstream 
Hinduism towards the role of ritual (Brahmans, temples, etc.) in 
maintaining religion has also been noted from the research by 
Patel (1976) quoted in Chapter Two. This ambivalence takes the 
form that if circumstances do not make possible establishment of
temples, and appointment of Brahmans as priests, then worship at 
the home shrines can take their place. The implication is that 
these are only outward forms but the underlying spirit does not 
change. It may be suggested therefore that this ambivalence is 
yet another way of drawing a distinction between the ideal and the 
possible. These illustrations relating to various religious 
groups among the Gujaratis bring out the relevance of 'worldly 
asceticism' to describe the tensions and conflicts they 
experience. Also, the concept of pre-destination remains highly 
relevant to the majority of these religions. For example, the 
Hindus regard the caste system as pre- ordained and having a 
divine sanction. They therefore accept the lack of mobility 
between the castes and also the code of social status - as one 
caste being superior or inferior to another. Muslims, in 
submitting to the will of God also accept the notion of 
pre-destination. It appears that in these terms, religion goes 
beyond being a simple marker of ethnicity and gives clues about 
the way a person or a particular religious group orders the 
universe. The following general proposition put forward by 
Berelson and Steiner provides the theoretical link between the 
influence of religious values and organization on society and the 
case of different Gujarati religious groups in Britain:
"The basic values and organization of the society both affect and 
are affected by the religious values and organization." (Their 
proposition number A 5) My number(3.1.3.1)
We have noted that Gujarati behaviour abroad is characterised by 
ambition and diligence (Thaker, 1982, Tambs-Lyche, 1979). The 
ideologies which find expression in the Gujarati behaviour abroad 
have been variously described as ’merchant identity1 and 'petit 
bourgeois'. Parallels with Parsis have also been sought by noting 
their adaptation style in Gujarat as a model minority and holding 
them up as a model for Gujaratis in Britain (Desai, 1953).
Another group - the Jews - has also been regarded as a model 
minority to 'emulate' (Pocock, 1976, quoting the Pramukh Swami's 
advice to the Gujarati followers in Britain of the Swaminarayana 
sect). The implicit ideology of this advice was 'voluntary 
segregation'. Thus, the social behaviour of Gujaratis in Britain 
is based on two, but related, sources - the merchant identity on 
one hand and voluntary segregation on the other. Further, we have 
noted the suggestion about how the development of 'petit 
bourgeois' outlook brings with it a distinct approach to 
socialisation of children. These considerations provide a basis 
for the following propositions. It may be appropriate to 
reiterate at this stage that there have been three groups of 
propositions: self-evident, those originating in general
sociological knowledge, and the following five based on the 
literature reviews in the first two chapters. It is also 
important to stress that these fall in the category 
'observational' as opposed to the category of 'theoretical' Abell 
(1971).
"Gujaratis settling abroad are guided by a merchant ideology and
their behaviour abroad is characterised by ambition and hard 
work." (3.1.3.2)
"Gujaratis settling abroad reproduce forms and institutions of 
their culture in a foreign environment." (3.1.3.3)
"Gujaratis abroad define themselves socially by erecting 
boundaries around themselves." (3.1.3.4)
"Dominant groups in society hold stereotypes about the minorities 
which also form a part of that society." (3.1.3.5)
"Teachers hold positive stereotypes of Asian pupils and negative 
stereotypes of West Indian pupils." (3.1.3.6)
3.2 Syllogisms
Now we continue with the task of theory development by using 
various propositions as steps in syllogistic arguments. These 
arguments represent the procedure for the development of deductive 
theory and relate to the following main areas: (1) the Gujarati
social behaviour abroad (merchant ideology, hard work, ambition) 
(2) socialisation of Indian children (3) the cultural identity of 
Gujaratis and (4) teacher attitudes to Asian children.
3.2.1 The Gujarati social behaviour abroad
Syllogism. 3.2.1.1
Gujaratis abroad are guided by a merchant ideology and their 
behaviour abroad is characterised by ambition and hard work.
(3.1.3.2)
Settlement abroad produces a desire to seek out opportunity 
situations. (3.1.2.9)
Gujaratis abroad seek out opportunity situations to promote their 
merchant ideology, aided by ambition and hard work. (Conclusion.
C 1.1)
3.2.2 Socialisation for achievement
Syllogism. 3.2.2.1
Educational achievement depends upon the development of roles in 
Gesellschaft. (3.1.2.13)
The ideology of family honour requires the Asian child to move 
between Gemeinschaft and Gessellschaft roles. (3.1.2.14)
Educational achievement of Asian children represents their 
selective performance of their Gemeinschaft roles. (Conclusion.
C 2.1)
Syllogism. 3.2.2.2
Gujaratis settling abroad are guided by a merchant ideology and 
their behaviour abroad is characterised by ambition and hard work.
(3.1.3.2)
People bring up their children by their own standards. (3.1.1.^)
Gujarati parents bring up their children to be ambitious and hard 
working. (Conclusion. C 2.2)
Syllogism. 3.2.2.3
Asian parents have high expectations of their children and they 
pressurise their children to work hard at school. (3.1.2.18)
People work hard at a task if there is a reward for undertaking 
it. (3.1.1.3)
Asian children's educational achievement is the result of high 
parental expectations and their insistence on hard work. 
(Conclusion. C 2.3)
3.2.3 The cultural identity of Gujaratis
Syllogism 3.2.3.1
Gujaratis abroad define themselves socially by erecting 
boundaries around themselves. (3-1.3.4)
An attitude of culture-based exclusivity provides a basis for 
identity. (3.1.2.8)
Gujaratis formulate their identity by social definition based on 
erection of group boundaries. (Conclusion. C 3.1)
Syllogism. 3.2.3.2
Gujaratis settling abroad reproduce forms and institutions of 
their culture in a foreign environment. (3.1.3.3)
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Shared ethnicity becomes salient in,social action situation (1) 
if there is a contrast between two or more people coexisting in a 
given social context and (2) contrast can be interpreted in ethnic 
terms. (3.1.2.11)
Reproduction of forms and institutions of culture in a foreign 
environment leads to shared ethnicity among the Gujaratis. 
(Conclusion. C 3.2)
3.2.4 Teacher attitudes to Asian children
Syllogism. 3.2.4.1
Dominant groups in society hold stereotypes about minority 
groups. (3.1.3.5)
Teachers hold positive stereotypes of Asian pupils and negative 
stereotypes of West Indian pupils. (3.1.3.6)
Teachers are one of the dominant groups in society from the 
perspective of ethnic minorities. (Conclusion. C 4.1)
Syllogism.4.1.4.2
Teachers demand a higher level of performance from those children 
for whom they have higher expectations. (3.1.2.6)
Teachers have high expectations of Asian pupils on the basis of 
positive stereotypes. (3.1.3.6)
o-
Teachers demand higher level of performance from Asian pupils.
A
(Conclusion. C4.2)
Syllogism. 4.1.4.3
Asian parents have high expectations of their children's 
educational achievement. (3.1.2.18)
Teachers act in loco parentis. (3.1.1.6)
Teachers have high expectations of Asian pupils' educational 
achievement. (Conclusion. C 4.3)
3.3 Conclusions.
From the syllogisms developed here, we have nine conclusions. 
These provide the basis for the development of theory and may be 
assembled together now.
Gujaratis abroad seek out opportunity situations to promote their 
merchant ideology by ambition and hard work. (C 1.1)
Educational achievement of Asian pupils represents their 
selective performance of their Gesellschaft roles. (C 2.1)
Gujarati parents bring up their children to be ambitious and hard 
working. (C 2.2)
Asian children's educational achievement is the result of high 
parental expectations and their insistence on hard work. (C 2.3)
Gujaratis formulate their identity by a social definition based 
on erection of group boundaries. (C 3.1)
Reproduction of forms and institutions of culture in a foreign 
environment leads to shared identity among the Gujaratis. (C 3.2)
Teachers are one of the dominant groups in society from the 
perspective of ethnic minorities. (C 4.1)
Teachers demand higher level of performance from Asian pupils.
(C 4.2)
Teachers have high expectations of Asian pupils' educational 
achievement. (C 4.3)
3.4 Theoretical Concepts, Operational Concepts and Definitions.
We now have a set of conclusions deriving from syllogisms. 
Following the distinction between theoretical concepts and 
operational concepts (Abell, 1971)» the theoretical concepts from 
the propositions may now be specified. The are: merchant
ideology, socialisation for achievement, cultural exclusivity, and 
teacher influences. It is important to stress that these are 
theoretical concepts only in a very restricted sense of being 
'abstractions' and do not owe their origin to any established 
theory. This being the case, an important and necessary step is 
to consider the operational components of each of these
abstractions, using Abell's (1971» p. 28) illustration of 
theoretical concept of 'alienation' which is broken down into sets 
of O-concepts as 'meaninglessness', 'powerlessness’ ,
'normlessness' and 'isolation'.
3.4.1 Merchant Ideology
The relevant O-concepts are economic rationalism, perception of 
'opportunity' situation, diligence, and clarity of present and 
future goals.
3.4.1.1 Economic rationalism may be broadly defined as an 
attitude of making appropriate investment, (economic basically but 
social and emotional as well,) in an enterprise after the fullest 
appraisal of its future returns as well as the cost of possible 
failure.
3.4.1.2 Perception of the 'opportunity' situation requires the 
ability to spot 'gaps' in the market but not just that. It also 
requires a belief, conviction even, that the person is capable of 
filling that 'gap'.
3.4.1.3 'Diligence' in this context may be treated as a 
self-explanatory concept and its importance in relation to 
economic rationalism, perception of the 'opportunity' situation 
and setting out of goals cannot be stressed too strongly.
3.4.1.4 Clarity of present and future goals may be defined as the 
translation of personal ambitions in line with assets, access to 
resources, and the amount of energy that could be expended in 
achieving them.
3.4.2 'Socialisation for Achievement1
The relevant O-concepts are transmission of achievement ideology, 
awareness of norms of achievement behaviour, inter-generational 
communication, and material and emotional investment.
3.4.2.1 Transmission of achievement ideology may be defined as 
the variety of ways in which parents inform their children about 
what is good for them, what is in their interest and the 
consequences of not adhering to their particular way of thinking 
about these matters. There is an implication in this definition 
that, being an ideology held by parents, it is not negotiable 
between parents and children.
3.4.2.2 Norms of achievement behaviour might be determined by 
particular attributes of the individual like hard work, 
application, and acceptance of socially-valued goals.
3.4.2.3 Inter-generational comunication may be defined as the
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process which not only initiates and maintains dialogue between 
members of different generations, but also aims at unambiguity in 
the dialogue.
3.4.2.4 Material and emotional investment are defined as the 
financial sacrifice and emotional involvement in an undertaking 
necessary in order to achieve success.
3.4.3 'Cultural Exclusivity1
The relevant O-concepts are practice of own religion, active use 
of own language, adherence to customs relating to dress and diet, 
and attachment to homeland. These are descriptive concepts and 
therefore they are set within the context of a theoretical 
discussion of the more theoretical and inclusive concept of 
'cultural exclusivity'.
This concept may be defined as an attitude which highlights 
differences among peoples. These differences are socially-created 
as opposed to being biologically-determined. Religion, language, 
customs relating to food and dress are all social creations in 
this sense. Outside their social context, they lose their 
meaning. This is the basis for a range of culture-related 
variables like cultural retention, cultural continuities, cultural 
identity, and cultural change, to name just a few. In the context 
of the plurality of cultures, culture itself becomes a variable 
which differentiates among groups of people. The global notion of 
culture as well as the major characteristic features of culture 
provide the bases for noting differences among and between various 
groups. Typically, people who settle abroad want to retain their 
link with the homeland and where the settlement situation has
become complex over time, a way of thinking and rationalising 
described as ’the myth of return’ (Anwar, 1976) develops.
3.4.3.1 Religion. In describing the religious affiliation of 
Gujaratis, the following religions are relevant: Hinduism 
(orthodox as well as various sectarian movements), Islam (and 
various sects, e.g. Ismailis), Zoroastrianism, and Christianity.
3.4.3.2 Language. In this instance, it is Gujarati. For South 
Asians as a more inclusive category, languages other than 
Gujarati, i.e., Panjabi, Bengali and Urdu are also relevant.
3.4.3.3 Customs relating to dress and diet. For Gujarati Hindu 
women, wearing of the traditional garment Sari and for Gujarati 
Muslim women wearing of the traditional Shalwar and Kameez are 
indicative of adherence to customs relating to dress. There is 
emphasis on vegetarianism among Hindus in varying degrees and 
among Jains with considerable strictness. Also, serving and 
eating of sweets also acquires particular significance in that it 
happens to be associated with celebration of religious festivals 
apart from it forming a part of general eating habits.
3.4.3.4 Attachment to homeland can be illustrated in the form of 
periodical or regular visits to the area of origin prior to 
settlement abroad.
3.4.4 Teacher Influences
The relevant O-concepts are perceptions, expectations, 
multicultural awareness, and significant other role.
3.4.4.1 Perceptions are defined as the sum total of a person’s 
evaluations in relation to other person or persons. They can be 
positive or negative. The concept of stereotypes can be regarded 
as an extension, emphasising the generalised views on which they 
are based. Teacher behaviour, and therefore teacher influence, 
can be regarded as an amalgam of perceptions and stereotyping.
3.4.4.2 Expectations may be defined as the strategies teachers 
use to legitimise perceptions and stereotypes they have formed in 
the business of engaging in teaching. It is the act of 
legitimation which ensures the success of the stereotype, positive 
or negative.
3.4.4.3 Multicultural awareness may be defined minimally as 
recognition on the teacher of cultures other than the dominant 
one. In its stronger sense, it may be defined as an indication of 
a very clear movement away from an ethnocentric view of culture to
O—-
any position along the continuum marked by.non-ethnocentric view 
at the other end. Finally, the understanding of the implications 
of multiculturalism determine the extent of awareness.
3.4.4.4 Education as a social institution implies that there are 
personnel within the institutional framework who have 
socially-defined roles. With schools sharing the role of
socialising the young with the institution of family, teachers are
ascribed or take over the parental role as a consequence of
Yv-C,
relatively close correspondence between^responsibilities and
functions of the two institutions. While there is a strictly
legal sense in which teachers are required (e.g. by the 1944
Education Act) to act in loco parentis (this applies to situations
in which teachers are required to demonstrate due care for
O-
children under " • charge), the acting out of parental role
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may also be a result of teacher - pupil relationships.The term 
Significant other may be defined as a' person who is valued on the 
basis of a socially defined relationship.
On the basis of the definition of ’socialisation for 
achievement’, this O-concept may be operationalized in the 
following manner: parental ambition, parental direction, and
investment in education.
On the basis of the definition of ’cultural exclusivity’, this 
O~concept may be operationalized as: contact with language,
ethnic pride, and attachment to culture-specific way of life.
On the basis of the definition of ’merchant ideology’, this 
O-concept may be operationalized as the ways in which parents 
perceive the nature, shape and function of the school curriculum. 
In regarding children’s schooling as a form of investment, for 
example, they would value that part of the school curriculum which 
emphasises and consolidates basic skills like literacy and
numeracy. Also, their valuation would be based on the criterion 
of instrumentality of specific curriculum activity. In brief, the 
educational experience is viewed as a commodity to be judged in 
terms of present and future utility.
Now we have reached the stage when it may be possible to present 
the theory about achievement behaviour of Gujarati pupils in an 
axiomatic form. Using first order concepts, i.e. using everyday 
language (Denzin, 1978), the theory may be presented as under:
O-
TMigration and settlement abroad results in very clear social 
definition of self on one hand and desire to derive maximum 
benefit from settlement abroad on the other. Children of migrants 
carry these effects through socialisation and this is reflected in 
their educational achievement1 .
Using second order concepts, i.e., the language of sociology 
(Denzin, 1978), the theory may be presented as under:
'Gujarati children's educational achievement is a cumulative 
product of continuities in parental socialisation into group 
values, parental re-socialisation into ambition and hard work in 
the country of settlement, and parental socialsation of their 
children for high achievement.'
Mainly on the basis of the social behaviour of Gujaratis abroad
v-
and its implications for children's socialisation, the rese.ach
problem can be conceptualised, for methodological as well as 
theoretical purposes, as an analysis of children's internalization 
of values relating to achievement, with evidence for that being in 
the form of their perceptions of the extent to which parents and 
significant others are involved in manifesting those values. 
Perhaps the best way this can be summarized is in the words of 
Bland, et al, quoted in O'Brien and Fugita (1984, p. 523) in the 
context of their study of Japanese-Americans. To quote: "A
salient characteristic of these petit bourgeois groups is that 
they experience high rates of educational and occupational 
mobility, in large measure due to the values internalized by their 
children growing up in the small business atmosphere".
3.5 Hypotheses
The following hypotheses use many of the O-concepts discussed 
earlier and are constructed in order to test the theory.
Hypotheses 1, 3, and 5 are derived from the conclusion that 
"Gujarati parents bring up their children to be ambitious and hard 
working." (C 2.2)
Hypotheses 7» 9, and 11 are based on the two conclusions: 
"Gujaratis formulate their ethnic identity by a social definition 
based on erection of group boundaries" (C 3.1) and "Reproduction 
of forms and institutions of culture in a foreign environment 
leads to shared identity among the Gujaratis." (C 3.2)
Hypotheses 2, 4, 6, 8, 10, 12, 14, and 16 are based on two 
conclusions: "Teachers demand higher level of performance from
Asian pupils" (C 4.2) and "Teachers have high expectations of 
Asian pupils’ educational achievement." (C 4.3)
Hypotheses 13» 14, and 17 are based on the self-evident 
propositions noted earlier (Section 3.1).
Hypotheses 15 and 16 are based on the saliency of Gujarati 
implied in the conclusion "Reproduction of forms and institutions 
of culture in a foreign environment leads to shared identity among 
the Gujaratis". (C 3.2)
Hypothesis One
Parental ambition for their children’s education is associated 
with children’s achievement in school.
Hypothesis Two
Parental ambition for the child's education and the teacher's 
sharing of such ambition with parents are associated with 
children's achievement in school.
Hypothesis Three
Parents' direction to children is associated with children's
achievement in school.
Hypothesis Four
Teachers1 direction to children is associated with children's 
level of achievement.
Hypothesis Five
Parental support for their children's education is associated 
with children's achievement in school.
Hypothesis Six
Teachers' support for children is associated with children's 
achievement in school.
Hypothesis Seven
Parents' attachment to traditional way of life is associated with 
children's achievement in school.
Hypothesis Eight
Teachers' support for the traditional culture of the family is 
associated with children’s achievement.
Hypothesis Nine
Parents' contact with Gujarati language is associated with 
children's achievement.
Hypothesis Ten
Teachers' support for parents' contact with Gujarati is 
associated with children's achievement.
Hypothesis Eleven
Parents' ethnic pride is associated with children's achievement 
in school.
Hypothesis Twelve
Teachers' support for parental ethnicity is associated with 
children's achievement.
Hypothesis Thirteen
Parental approval of the academic curriculum is associated with 
children's achievement.
Hypothesis Fourteen
Children’s satisfaction with the academic curriculum is
a
associated with chi Iren's achievement.
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Hypothesis Fifteen
Parental approval of Gujarati as a part of the school curriculum 
is associated with children's achievement.
Hypothesis Sixteen
Children's perception of the instrumental value of Gujarati is 
associated with their achievement.
Hypothesis Seventeen
Children's perceptions of instrumental value of the academic 
curriculum is associated with their achievement.
Concluding Summary
This chapter provides an account of the development of a 
deductive theory of educational achievement of Asian children. 
Three types of propositions have been noted and discussed. These 
have been used as a part of the argument based on syllogisms. The 
conclusions from this argument are then noted. As the next stage
in theory development, the distinction between T-concepts and 
O-concepts is used to bring out the implicit theoretical concepts
and their operational elaboration. The emergent theory is stated
in summary form. The chapter ends with a statement of hypotheses
to be used in testing the theory.
Chapter 4
The Research Procedures
The purpose of this chapter is to provide an account of the 
Research Procedures. It is organised in four sections. In the 
first section operationalization of independent variables is 
described. This is followed by the section dealing with dependent 
variables. The next section includes a description of groups 
formed for the purpose of this investigation and the schools in 
which the study was conducted. It also provides a brief account 
of the problems encountered and some of the constraints. The 
final section deals with approaches to data analysis. Apart from 
providing description, the intention of this chapter is to clarify 
the epistemology of this research. The basic position taken is 
that the choice of theory or, as in the present case, the 
deductive theory, has implications for method. The two are 
inter-connected and any attempts at separation may probably be 
seen as indicative of artificiality and arbitrariness. The 
discussion which follows may, therefore, be regarded as a 
continuation of the previous chapter.
4.1.1 Preliminary Remarks
The main conclusion from Chapter One is that, while educational 
achievement of Asian pupils is regarded as a result of cultural 
factors (especially within Asian cultures), appropriate research 
evidence has not been forthcoming to support this claim. This 
indicates the need for inclusion of appropriate culture variables 
in studies which postulate this connection. From the discussion 
in Chapter Two, it becomes clear that a good deal is known about 
the Gujarati adults' experience of their own culture in Britain.
In contrast, very little is known about how Gujarati children 
perceive their culture and the nature of this cultural experience. 
The appropriate operationalization of culture variables should, 
therefore, proceed by taking guidance from theory in the matter of 
culture variables of importance and then conceptualise them at the 
level of the subjects of this research. In this context, 
appropriateness may be defined in relation to the population being 
studied as well as the theoretical position taken. Following this 
definition, care is taken to ensure that the culture variables 
have their origin in the propositions and that the instrumentation 
employed is right for the specific age group of subjects.
4.1.2 The background to the development of independent variables
While in some of the previous researches, culture effects were a 
part of the explanations, the operationalization of culture 
variables did not seem to be attempted. Rather, culture effects
were inferred on the basis of data relating to specific items in 
attitude questionnaires or interview schedules. The measure named 
"attitude to host culture" which Ashby, et al (1970) described as 
"crude" was made up of parental ability to speak English, their 
attendance at English classes, availability of tv/radio in the 
home as well as of daily English newspaper and/or children's 
comic. This measure was the product of the assumption that 
interest in British culture might be reflected in school 
performance. This measure appeared to discriminate between groups 
which were at two ends of extremities - the long stay and the 
short stay. This approach suggested that pupils/parental home 
culture was not treated in isolation but in the form of an 
interaction between the length of time away from the home culture 
(i.e. long or short term stay) and attitudes to the host culture. 
In another study (Haynes, 1971), in the factor analysis reported 
as a part of the development of learning ability tests, the 
composition of one factor contained a negative association between 
children's progress at school and father’s style of dress and the 
regularity of the family's attendance at the temple. This means 
that the children whose fathers preferred traditional style of 
dress and who practised their religion had low levels of 
achievement in school. The allegiance to Indian culture is thus 
shown in its negative form. The inference about culture is based 
on information from interview data and its subsequent appearance 
in factor analysis. Dickinson, et al (1975) also included items 
relating to culture as a part of two interview schedules - one for 
parents and one for children. In the group of items in the
interview schedule under the general heading of "attachment to 
Pakistani culture" there are items like attendance at mosque, 
"eating in the Pakistani style" (sic). The approach to culture is 
thus quite fragmented and relies heavily upon what the statistical 
analysis produced rather than operationalization at the stage of 
specification of variables.
4.1.3 From nomothetic to idiographic approach
It may be appropriate to remark that the various culture-related 
items noted in the previous section have two specific features: 
one is that it is assumed that the particular items are relevant 
to the subject’s culture, and more importantly, that he has 
personal knowledge of the aspects implied by them. Second, is 
that evaluation of the subject's cultural experience is against 
the (fixed) criterion the researcher employs. This nomothetic 
character of culture variables creates a distance between the 
subject's own cultural experience and its evaluation. In 
contrast, the idiographic approach enables the researcher to shift 
the focus radically from the norms (stated or unstated) for the 
group and to the individual. Attitudes and personality tests, 
especially those using the notion of quotients, represent the 
nomothetic approach to individual differences whereas repertory 
grid technique represents the idiographic approach to individual 
differences (Hall, 1978).
Kelly's (1955) theory of personal constructs begins with the 
unique nature of the individual’s construing, that is making sense 
of the world through interactions among constructs and elements in 
the subject's phenomenal world.
In the original formulation of the theory and technique by Kelly, 
constructs and elements in each individual's phenomenal world are 
elicited through the method of triads or some such approach. The 
subject is asked to consider any three individuals he knows in 
terms of how two of them are alike and how the third differs from 
the other two. The likeness and difference become opposite poles 
of bi-polar constructs. The subject may be able to extend this 
construct to other people he knows. Slater (1968) points out that 
such a construct has a common range of convenience, i.e., it 
"comprises all those things to which the user would find its 
application useful" Fransella and Bannister, 1977, p. 172). He 
also stresses that a group of constructs form a construct system 
and that a person can have one construct sub-system for 
considering possible careers, another for breakfast cereals, and 
so on. A single completion or administration of a repertory grid 
or test can have one of the several uses - exploratory, 
descriptive, diagnostic, depending upon the researcher's reasons 
for its selection.
4.1.5 The Grids Construction Exercise
The instrumentation which embodies the method of quantifying 
relationships among constructs and elements is named Repertory 
Grid Technique or Test. The minimal requirement of this 
instrument is that there needs to be a set of constructs by which 
a set of elements (persons or objects) might be evaluated on a 
continuum. One end of the bi-polar construct is designated ,the 
emergent pole. The construct at this pole is significant to the 
subject and also is the focus of the researcher's interest. The 
opposite pole is designated the implicit pole, and makes the point 
that in every construct which is construed, the opposite meaning 
is also implied. Fransella and Banni ster (1977) define emergentV — J y\
pole as one which embraces most of the immediately perceived 
VM-
context and implicit pole which embraces contrasting context.
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They also add that "frequently the person has no available symbol 
or name for it; it is symbolized only implicitly by the emergent 
term" (p. 173). The evaluations run from the emergent pole,
regarded as the positive to the implicit pole which is regarded as 
negative. This approach recommends itself for the present 
research in view of the earlier nomothetic approaches to culture, 
the paucity of research relating to Gujarati children's cultural 
experiences in Britain, and the scope it creates for studying the 
individual on his own as well as part of a group^ for bringing 
out the uniqueness of individual perceptions. On this basis, it 
was decided to use the Repertory Grid technique with appropriate 
modifications. In the situation in which decision is taken to use
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the grid procedure on more than one occasion, the original grid 
can serve as a point of comparison, with subsequent grids used as 
data to record changes in the individual's construct system. This 
indicates the flexibility of the procedure. However, there are 
other features connected with the procedure which may also be 
considered flexible. As already noted, constructs unique to the 
individual are elicited through the triadic procedure 
similarity/differences among three individuals or objects at a 
time to formulate the construct system. This involves the the 
researcher/or any other professional in an an interactional 
situation with the subject as the triads are introduced 
systematically - one set at a time. The elicitation procedure 
requires interactional skills on the part of the administrator as 
well as preparedness to spend a long time over it. As time can be 
a critical factor, 'elicitation' typically takes place in the 
context of clinical and therapeutic situations. However, in a 
very large number of non-clinical settings, the technique remains 
suitable through the device of 'provided' constructs. The sources 
of 'provided' constructs can be interviews with identical 
populations or groups to explore salient constructs, theory, 
researcher's own hunches, and so on. As the purpose of this 
investigation is to examine the effects of children's perceived 
culture on their educational achievement, a modification 
introduced was in the form of grids with 'provided' constructs and 
elements. This was in order to ensure that the constructs 
represented the 'T ' and 'O' variables from the 'middle range' 
theory developed in Chapter Three. However, in line with the
fundamental tenet of the theory, constructs were ’elicited' by 
interviews with similar subjects not included in the study. These 
interviews are described in Appendix Three.
The technique is well-established as a research procedure and its 
applications have been in a wide range of contexts such as the 
study of map formats, schizophrenic thinking, friendship 
formation, stuttering, political preferences, architecture, market 
research, weight loss, language structure, body image, Ganda 
mythology, child development, depression, marital relationships, 
and group psychotherapy (Bannister, 1982). The educational 
contexts in which grids have been used include teacher views of 
pupil learning (Parsons, et al., 1983), teachers' and pupils’ 
construing of reading (Beard in Fransella, 1978), and students 
training to be teachers (Pope and Keen, 1978).
It is clear from the variety of contexts in which this research 
approach has been used that the method of Repertory Grids has 
sound empirical base. Looking at the areas of human experience 
with which the personal construct approach has been concerned, it 
becomes clear that it has been predominantly used with adults.
This raises the issue of the technique's suitability when used 
with children. It would seem that the critical factor is the age 
of child subjects. Weinreich’s (1980) development of a grid 
instrument for eliciting the structure of identity of ethnic 
minority adolescents illustrates the suitability of the procedure 
at that age level. Bannister (1982) has expressed the view that
children can do the grids with ease but Ravenette (1975) has 
indicated that grid techniques are suitable for children from 
about the age of eight years and upwards. He has also emphasised 
(Ravenette, 1977) the need for ’less formal’ and 'more subject 
sympathetic’ administration with children.
4.1.6 The Content of the Grids and their Use
It is now proposed to describe the construction of grids. As 
already indicated constructs and elements were 'elicited' by 
interviewing comparable subjects who were not to be the part of 
the research. This stage provided the basis for a number of 
methodological decisions for this research and may therefore be 
regarded as 'pilot'. The subjects who were interviewed were four 
girls in the fourth year classes of School A - which was larger of 
the two schools in which the study was conducted. The method of 
eliciting constructs in these interviews followed the model 
described by Bannister and Agnew (1977) in their work with 
children. They used a series of questions, e.g. what do you do 
at school, what games do you play, what is your best friend like, 
what do you think of grown-ups and so on. The interviews took 
place in the Summer Term and the main study was undertaken during 
the following school year. The four girls transferred to 
secondary school at the end of that term. That the four subjects 
in the 'pilot' are all girls is entirely fortuitous but 
nevertheless requires comment. By a quirk of statistical 
distributions relating to Gujarati boys and girls in various age
groups in School A, the number of Gujarati boys and girls at every 
age level remained disproportionate. The four girls in the fourth 
year but no Gujarati boys of that age in the fourth year is an 
example of this. It is well-known that there are systematic 
differences between boys and girls in response set with girls 
demonstrating socialisation directed to acquiescence on their 
part. Not only this is a very major source of 'distortion' and 
bias in in the data generated, there is also the related problem 
of socially desirable responses. In fact, the brief account of 
the interviews (provided in Appendix Three) amply demonstrates 
that the main feature of the girls' responses has been 
acquiescence as well as communicability. Therefore, despite the 
restricted nature of the data source, it appears that the main 
purpose of the 'pilot', which was to 'elicit' and elements was 
achieved satisfactorily. The account in Appendix Three is 
organised on thematic lines. There are five themes: 
self-description, teachers, adults, ambitions, and experience of 
success (situations and reasons).
As noted earlier, the important areas in which data need to be 
collected are family, culture, the school curriculum, parental 
ambitions for children, their attitudes to own culture as well as 
to children's schooling experiences, and children's own 
perceptions of the school curriculum. The 'Pilot' interviews 
provided form and substance for development of constructs and 
elements relating to these areas. There are three sets of grids 
with twelve elements and ten constructs in each. The grids are
named: Achievement, Culture and Curriculum.
Content of the Grids
TU '
^Emergent Pole is positively-worded as below. The Implicit Pole 
is the negative wording of the same statements.
Elements evaluated nearest to the emergent construct are given a 
score of 1 and the second nearest, a score of 2. Elements 
evaluated as being nearest to the implicit pole are given a score
of 5 and the second nearest a score of 4. The mid-point
evaluation is given a score of 3. This procedure is uniform for 
the three grids. Three completed grids are included, as 
illustration, at the end of this chapter (pp. 178 - 180).
Achievement Grid. Emergent Pole.
1. Tells me what to do.
2. Insists that I work hard.
3. Is pleased with my success.
4. Gives me encouragement.
5. Tells me what I should be.
6. Punishes A if I do not do well.
7. Takes interest in me.
8. Has high hopes for my education.
9. Asks me about my school work.
10. Spends money on my education.
The elements for Achievement and Culture Grids are identical and 
are listed after the list of constructs at the Emergent Pole.
Culture Grid. Emergent Pole.
1. Likes eating Indian food.
2. Likes wearing Indian dress.
3. Is proud of being a Hindu/Muslim.
4. Likes to speak Gujarati.
5. Reads Gujarati newspapers/magazines.
6. Likes Hindi/Gujarati films.
7. Celebrates Hindu/Muslim festivals.
8. Likes Indian sweets.
9. Wants to go to India for a holiday.
10. Spends time on Hindu/Muslim worship daily.
Elements for the Achievement and Culture Grids.
1. Father.
2. Mother.
3. Uncle.
4. Aunt.
5. Grandfather.
6. Grandmother.
7. Brother.
8. Sister.
9. Male cousin.
10. Female cousin.
11. Teacher.
12. Priest/Imam.
Curriculum Grid.
Elements for the curriculum grid are different for the 
two schools.
They are listed after the list of emergent pole of 
the constructs.
Emergent Pole.
1. Is useful to me.
2. Keeps me out of trouble.
3. Is interesting to me.
4. Brings out the best in me.
5. Gives me a chance to work on my own.
6. Is difficult for me.
7. Will help me in getting into higher education.
8. Will help me to get a good job.
9. Will help me in my ambition.
10. Meets with my parents’ approval.
Elements for School A and School B.
1. Assembly.
2. Language/ 
story writing.
3. Fletcher Maths.
4. P.E./Games.
5. Religions.
6. Art.
7. Reading.
8. Poetry.
9. Visits.
10. Drama.
11. Topic.
12. Gujarati
Work with tv/tape recorder. 
P.E.
Assembly.
Maths.
Handwriting.
Quiet reading.
Dance.
Drama.
Your own writing.
Topic.
Art.
Gujarati.
\v^
Further details of administration of grids now follow. The 
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constructs and the elements were written out on small cards. 
Constructs were presented as bi-polar and both the positive and 
negative forms of the constructs given each time. The idea of 
proximity and distance was presented almost as a teaching/ 
learning situation with the help of a demonstration which was used 
consistently in every case. A separate set of cards was used for 
the demonstration part. They children, in opening the 
conversation were asked if they had been out of London. Since it 
is a common experience for most children to have gone for visits 
or outings of all sorts, answering this question never created any 
difficulty for the children. If for example, the response was 
that one had been to Wembley, or Leicester, or anywhere in 
Scotland on holiday, this information was used in the 
demonstration. In order to convey the sense of nearness and 
distance, two cards bearing the words Near and Far were placed on 
the desktop apart from each other. Also a set of five cards 
bearing numbers one to five were now introduced. If the child 
thought that Wembley was near Ilford but Leicester was not so 
near, then Wembley was to be under 1 to indicate that it was 
nearest to the card that said Near. Leicester was nearer London 
than Scotland was and therefore the child was then encouraged to 
follow the grading system and put Leicester under 2 to indicate 
its distance relative both to Wembley at one end and Scotland at 
the other. With every subject, five place names were used in this 
way to provide practice in the logic of bi-polar constructs as 
well as in the mechanics of the task. After the demonstration,
the actual administration began. Because of the time involved in
careful completion of the grids and the fatigue factor, each
yv^
session was confined to use of two grids. The subject was given
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the cards bearing the names of the twelve elements and was 
encouraged to become familiar with the elements as the same were 
to be used for each of the ten constructs. Each construct, in 
positive and negative form, was presented one at a time and 
carefully placed at two extremities. It was emphasised that all 
the element cards had to be placed every time, even if this 
resulted in ties. Every time a particular construct was 
completed, the researcher noted it down and replaced the construct 
with the next one. Every time, the element cards were also 
gathered up to ensure that the subject considered constructs 
separately and one set of responses did not carry over to the next 
construct by default.
4.1.7 The Development of Independent Variables
In this research, grids have been used for two distinct purposes. 
The first has been the traditional usage, of obtaining a view of 11^ 
personal construct system of individuals. This has provided an 
approach to the study of individuals, as illustrated in Chapter 
Seven on ’Deviant case’ analysis. The second has been to 
construct culture- related variables for testing the hypotheses 
derived from the 'middle range' theory in Chapter Three. In order 
to do that super-ordinate constructs are developed. These are 
based on a priori grounds. These are simple summations of the
scores on items for specific elements, e.g. father, mother, and
so on.
The Achievement Grid
Three variables or super-ordinate constructs were developed from 
this grid. They were as under:
Ambition (Tells me what I should be, Has high hopes for my
education).
Direction (Tells me what to do, Insists that I work hard).
Encouragement and Investment (Is pleased with my success, gives 
me encouragement, Takes interest in me, Asks about my school work, 
Spends money on my education).
The Culture Grid
Three variables or super-ordinate constructs are developed from 
this grid also. They are as under:
Living habits (Likes eating Indian food, Likes wearing Indian
dress, Likes eating Indian sweets).
Contact with Language (Likes to speak Gujarati, Reads Gujarati 
news papers/magazines, Likes Hindi/Gujarati films).
Ethnic Pride (Is proud of being a Hindu/Muslim, Celebrates Hindu/ 
Muslim festivals, Wants to go to India for a holiday, Spends time 
on Hindu/Muslim worship daily).
The Curriculum Grid
Four variables were constructed from this grid. Unlike the first 
two grids, the constructed variables cannot be described as super­
ordinate constructs. The are:
Instrumentality (Is useful to me, Will help in getting to higher 
education, Will help me to get a good job, Will help me in my 
ambition).
Personal satisfaction (Is interesting to me, Brings out the best
in me, Gives me a chance to work on my own, Is difficult for me).
Parental Approval (Meets with my parents' approval).
Indifference (Keeps me out of trouble).
The content of the curriculum in Schools A and B is now listed.
In the list entries in brackets relate to School B.
1. Assembly (Assembly), 2. Language/story writing (Your Own 
writing), 3. Fletcher Maths (Maths), 4. P.E./Games (P.E.), 5. 
Poetry (Handwriting), 6. Art (Art), 7 Reading (Quiet Reading), 8. 
Drama (Drama), 9. Visits {Dance), 10. Topic (Topic), 11. 
Religions (Work with T.V./Tape Recorder), 12. Gujarati 
(Gujarati).
Before describing the content of the curriculum grid, it is 
important to note the basis for the constructs and the elements 
used. The constructs focus on specific goals of the curriculum 
from the learner's point of view - the usefulness, 
instrumentality, personal satisfaction and relevance or 
irrelevance. While these may be described as specific goals from 
an individual's point of view, there is a sense in which they are 
sufficiently general to apply to any learning activity.
In line with the best traditions of primary education, the 
curriculum in the two schools reflects the way in which they have 
thought through the implications of curriculum issues like 
literacy, numeracy, multiculturalism etc. In so doing they have 
been guided both by educational theory and pragmatism. The 
progressivist thinking about language, embodied in^Language for 
LifeH otherwise known as the1Bullock Report^(DES, 1975), appears 
to have either guided or provided a starting point for language 
policy in both the schools. The view that numeracy is not just a 
skill but an aspect of cognition that relates to manipulation of 
symbol systems and abstract reasoning also appears to have
exercised an influence. The two schools, while paying due regard
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to.social value of literacy and numeracy, bring professionalismr\
based on curriculum theory, knowledge about language and 
mathematics, and teaching skills to bear upon the way the 
curriculum is operationalized. This can be best illustrated by a 
detailed description of the elements included in the two grids.
One element which is common to the grids for both the schools is 
Gujarati. While it is not in the school curriculum, the inclusion 
enables the pupils to evaluate it in relation to the established 
school curriculum as well as the various constructs employed.
School A
At least four elements converge on aspects of language. They are 
language story writing, reading, poetry and drama. Work under the 
heading of language/ story writing has as its starting point an 
introduction to a theme or an idea. This can be equally from the 
teachers, from pupils’ own experience, some recent event, and so 
on. Emphasis is upon striking a balance between working within 
the discipline of writing and encouraging a product which is in 
line with the natural development of the pupil. The latter is 
illustrated mainly in the stimuli that have provided the trigger 
while the former relates to conventions of writing, drafting and 
redrafting, among them. The second part of the heading ’story 
writing’ is self-explanatory. Reading is approached both as a 
skill to be learnt as well as a pleasurable activity, e.g. in the 
form of quiet reading. Drama utilizes the elements of story
development and its value in fostering language use is also 
recognized. Poetry encompasses sensitivity to language, 
appreciation of literature and a focus on personal view of events 
and experiences. Fletcher Maths is a popular title for a scheme 
of teaching mathematics which, while emphasising the importance on 
the part of the learners to calculate accurately, goes beyond that 
to include aspects of mathematics, e.g. algebra and geometry as 
well. The aims of the scheme are to enable the learners to enjoy 
mathematics, develop their understanding, promote problem solving 
ability, and develop their ability to think logically and 
analytically. The scheme also aims to contextualize use of 
mathematics through developing awareness among the learners to 
appreciate language employed in mathematical operations and of 
mathematics embedded in the environment. Two elements - Assembly 
and Religions can be grouped together. They represent the 
school’s response to its multi-religious population. The approach
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to^assembly is very varied. Taking its cue from the legislative
requirement of ’a corporate act of worship’, it uses a whole range
of variations. Stories with a moral are used and, equally, morals 
can provide themes. The presentation can be by the Head, other 
teachers, a group of pupils or a whole class. The themes converge 
on understanding, tolerance and mutual respect. Scope is also 
provided for secular themes and some of the work in various
aspects of the curriculum can also find its way into the assembly.
Thus a very flexible structure is provided in which the religious 
and the secular can blend and can provide a focus for the school 
as a whole. Religions as an element in the curriculum is seen as
allied to the work in the assesmbly. Often, it can be a 
preparation for a group or a class presentation at the assembly. 
Equally, it is used as a follow-up for the themes brought up in 
the assembly. Under this heading, the emphasis is upon study, 
preparation and compilation. It provides individual pupils with 
the opportunity to follow particular interests. The element 
’visits’ covers a whole range of activities which take place and 
draw on the resources outside the school. Some of these can be on 
a regular basis like the periodical visit to the library. Others 
can be to Museums, art galleries, and similar public places. This 
also includes longer visits to specific places lasting several 
days. Visits are used as a means to aid work in particular 
aspects of the curriculum, e.g. environmental studies, art, 
history, and so on. The aim of the element ’Topic’ is to link 
together different subject areas in a cohesive way. The emphasis 
is on striking a balance in the traditional areas of the 
curriculum. In particular, it makes a point of drawing on 
history, geography, science, but not exclusively. The discipline 
associated with writing and presentation of work is also a marked 
feature. In art and craft, opportunities are provided to learn a 
skill or a medium. The aim is to make available to pupils means 
of communication and of recording. The extension of this activity 
is in the form of these occasions when pupils have the 
opportunities to exhibit their art round the school as well as to 
appreciate the work done by other pupils. PE and Games cover the 
usual range of physical activities appropriate for the pupils.
With this description of the approach to the curriculum in School
A, we now move to do the same with regard to School B.
School B
The outline provided here of the curriculum in School B is based
upon some of the relevant documentation provided by the school and
it has also benefited from discussions with the Head Teacher.
There are two main strands which run through the approach to
curriculum in this school. The specific curricular activities
included as elements in the Curriculum Grid for this school
represent a cross-section of a wide range of activities used to
operationalize these two strands. The first strand is made up of
a set of propositions developed within school by discussions
initiated by the Head and conducted among the teachers in school.
Vo.
These propositions relate to acceptance of value in society of
A
skills of numeracy and literacy, the importance of physical 
well-being of children, and the development of their motor skills, 
and their social development which emphasizes good adjustment and 
consideration of others’ well-being. The second strand relates to 
the role of language in education. This is explained by a 
quotation from Mead’s (193^) Mind, Self and Society: "Out of 
language emerges the field of mind". The implementation of this
Q
view of language is further aided by the schools'favourable 
response to range of recommendations of The Bullock Report 
(Language for Life). There seem to be at least two major 
implications of this philosophy as far as the school is concerned. 
One is that it has helped a move away from highly formal, almost
ritualized work with language. Second, there is a recognition
that both language use as well as difficulties with language
materially affect the way children are able to cope with work in
all parts of the curriculum. The first implication has resulted
in approaching language work both as learning of skills and
enrichment of experience. As one example, Handwriting is 
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approached as^teaching of a skill. Quiet reading, while it is for
pleasure as well as for enrichment of experience, can also be Vbv#
opportunity for regular practice of skills of reading. Elements
like Your Own Writing, and Work with TV/Tape Recorder describe
activities which take establishment of teaching skills as starting
points and increasingly have the goal of enrichment and expression
of experience. Maths as an element provides another example of 
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this approach. Basis again is establishment and consolidation of 
skills of numeracy^ and scope is available, through elements like 
work with tv/tape recorder^to utilize the skills in much more 
open-ended activities using the media of television or tape 
recorder.
The next important influence on the curriculum in this school is
the policy relating to ethnic minority children. At one level,
the policy relates to attitudes, for instance, a conscious effort 
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not to patronise, sentimentalise on the one hand ,and not be 
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distant and rejecting on the other. At another level, the policy
is a matter of seeing how the activities of the school may reflect
the presence of pupils from various cultural backgrounds. For
example, in the cases of both assemblies and religious education
the approach is to go beyond a "Christian” act of worship. Also,
the area of home-school relations is given careful consideration
for maintaining school’s link with its multicultural community.
A
The approach developed for Topic work appears to be specific in 
the sense that a set of guidelines are made available for this 
activity. However, here again there are features which would come 
through other areas of the curriculum as well. In Topic work the 
aims are to respond to children’s interests and experience, 
encourage a scholarly approach to topics of interest, develop 
communication skills like writing and presenting, encourage 
autonomy in learning and work for a standard of excellence.
It is important to stress that grids made it possible to make the 
data specific to individual children and they could be, and indeed 
were, analysed in their own right. The flexibility of grids as an 
instrument lay in the fact that analysis was possible by looking 
at interactions between constructs and elements of individual 
children. In that form of analysis, constructs had the status of 
qualitative variables. It was also possible to put constructs 
together in different ways to produce what might be described as 
super-ordinate constructs. These groupings of constructs provided 
a set of variables for exploring cultural explanations of 
achievement variance. Prior to describing these variables, the 
procedure used for administration of grids may be described. In 
the grid, the elements are considered in relation to each other as 
the proximity to the construct is the criterion. Therefore, no 
element is considered entirely on its own; and the respondent is
not 'forced' to categorize an element on a particular criterion. 
This is particularly important in view of the well-known problem
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in attitude research of respondent avoiding undesirable, i.e.
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negative response, and neutralizing responses by using the 
mid-point of the continuum as the best strategy. There is less 
likelihood of this happening using the grid format. The use of 
grids as described here can be seen as having some similarity with 
semi-structured interviews. Grids are presented in one to one 
situations. The uniformity of presentation of grids to each 
subject provides a structure to the area being investigated. 
Rapport is established with the respondent by explaining the 
manner in which grids are to be completed. The absence of paper 
and pencil and of the requirement from the respondent to write or 
'formalize' responses has the effect of making the procedure 
relatively informal.
4.2.1 Other Measures
In order that achievement data are considered after the effect of 
intelligence has been removed, it was necessary to take a decision 
on appropriate measures of intelligence. It is well-known that 
intelligence is a social construct. Use of standardized verbal 
tests of intelligence with ethnic minority pupils becomes highly 
problematic in view of the social class culture bias in the 
language of test items. Also, testees may be some distance away 
from the language of test items because they have learnt English 
as a second language and a large number of nuances of the English
language may not have fallen within their learning experience. 
Non-verbal tests of intelligence have been regarded as providing 
an alternative in view of these problems. However, the 
problematic nature of the standardized tests of intelligence still 
persists even in the non- verbal tests. These tests eliminate 
written language but still require language of logic to cope with 
the test items. Further, the normative groups for the 
standardization of these tests have always been the dominant 
groups (some say powerful, privileged, middle class). The 
standardization norms may not just be very high, but may be very 
unfair to ethnic minorities. The so-called culture- fair or 
culture-common- tests of intelligence are seen as an improvement on 
the situation. However, here again, the problem persists. The 
test items use universal experiences as vehicles for asking 
questions to do with use of logic and reasoning in various ways.
In doing that these tests also end up being at the level of
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non-verbal tests. Tests standardized in children’s own culture 
also turn out to be of very limited value. As immigrant groups 
settle in another cultural environment, their daily experiences 
become increasingly bi-lingual and multi-lingual. This has two 
consequences. If the test constructed in the child's original 
culture uses items with strong cultural content this may be seen 
to be an advantage, and even support the claims for its 
appropriateness. However, for children growing up in a 
bi-lingual, bi-cultural environment of the home, daily contact 
with ethnic cuisine becomes as strong a part of experience as, for 
example, watching Play School. The additional feature of the
increasing intensity of bi-lingual, bi-cultural experiences is
their open-endedness. One is never certain as to which of the two
cultures is beginning to exert stronger influences for the child.
There is every possibility that some of the experiences of the
first culture will become more remote and meaningless to the child
over time. The effect of this happening is that what may have
been seen as culturally appropriate material for intelligence
testing, may become inappropriate on these grounds. The
culture-distance objection to intelligence tests, therefore holds
equally whether the social class or ethnic groups are involved.
When children answer tests which are culturally inappropriate for 
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them, there is ever present problem of ’noise1 in the data as 
meaningless items are judged by the ’norms’ of the tests as 
’wrong’. In view of all these considerations, it was decided to 
use ’raw scores’ from a standardized test of intelligence and not 
I.Q.s as data on intelligence. The raw scores of three sub-tests 
of Non-Verbal Test BD (Pidgeon, 1965) were used. The sub-tests 
were Similarity (Test 2), Analogies (Test 3) and Series (Test 4). 
It may be stressed here that these three sub-tests relate to 
aspects of ’g ’. The reliability alpha of these data was computed
and was 0.93. In addition to the set of raw scores, Coloured
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Progressive Matrices (Raven, 1956, 1962) were also used as measure
A
of intelligence. The data are in the form of raw scores from the 
sets A, AB, and B. The reliability alpha of this measure was also 
computed and was found to be 0.79. Matrices have been used with 
ethnic minority subjects by a number of researchers, Vernon 
(1969), Payne (1959)» Bhatnagar (1970), Ashby, et. al. (1970),
Dickinson, et. al. (1975), ILEA Research and Statistics Group, 
being among them.
The four measures selected as criteria for achievement are all 
group measures. The four dependent variables based on the data 
from these measures are : Reading, Spelling, Word Knowledge and
Thinking Level. They are now described in detail. At the 
conclusion of the description of each dependent variable, the 
values for Reliability Alpha are provided. In this connection, it 
is important to stress that these values pertain to the data in 
this research. One further point to make about this value is that 
it is low in every case.
4.2.2 Reading
The Kingston Test of Silent Reading (Hebron, 1957) is used for 
this variable. The test is group-administered and is in the form 
of a story. Using the technique of ’cloze procedure’, a number of 
words are removed from the text. The deleted words constitute the 
test items, and they are fifty altogether. This is a paper and 
pencil test. In group administration, the testees are required to 
write in the first letter of the word they think might be the 
missing word in serial order. In individual administration, the 
testee would read the story silently but say the missing word 
whenever encountered. The testing procedure strikes as a novel 
experience to most children as they normally expect to be asked to 
provide spellings for the words they use. The manual for the test
provides relevant statistical information. The results can be 
presented as Reading Ages or Reading Quotients and norms for both 
are provided. There is a time limit of one hour and the test is 
preceded by demonstration with a sample item. The reliability 
alpha of this test was computed and was 0.91.
4.2.3 Spelling
Schonell's (1955) Graded Word Spelling Test A was used for this 
variable. There is also an identical Form B which was not used. 
Each form of this test consists of a list of 100 words graded in 
difficulty and printed in groups of ten in the test sheet. The 
test is appropriate for group administration, the testing 
procedure resembling classroom situation to some extent. Each 
word is read aloud and put into a simple contextualized sentence 
to enable the testee to receive the word correctly. The test is 
open-ended in the sense that the tester has to make a judgement 
about when to stop on grounds of difficulty of the words. For 
every word spelt correctly, the testee is credited with a tenth of 
a year in spelling age, beginning at 5.00 years. Norms are 
provided for converting the raw scores into Spelling Quotients and 
Spelling Ages. The test has been very popular over the years both 
with teachers and researchers.
There is a major reason for the selection of the next two 
measures. In 1965, the International Association for the 
Evaluation of Educational Achievement (IEA) inaugarated a
cross-national survey of achievement in six subjects. They were: 
Science, Reading Comprehension, Literature, English as a Foreign 
Language, and Civic Education. A number of tests were developed 
as a part of this project by international teams specially brought 
together for this purpose. Word Knowledge Test or Vocabulary test 
was developed as a ’surrogate for verbal intelligence’.
As the aim was to survey educational achievement 
cross-nationally, care was taken to ensure that tests constructed 
could provide meaningful comparisons. Having begun with a survey 
of six nations, the project expanded to include more nations, from 
six to twenty-one. India participated in this stage of the 
project providing national data drawn from schools in the 
Hindi-speaking States in North India. The two variables to be 
described now have their origin in this part of the IEA data. The 
present researcher’s knowledge of this data is based on the period 
spent at the IEA Data Bank in the Institute of International 
Education, University of Stockholm, on secondary analyses of the 
Indian data. The youngest population sampled in that Survey was 
in primary schools, in age group 10.00 to 11.00 years. The test 
instruments were all translated in Hindi. The Word Knowledge Test 
formed a part of the Science Tests Battery, its purpose being to 
regard it as a measure of verbal intelligence. In this research, 
the Word Knowledge.Test was given to the subjects in English. As 
test of word knowledge in a second language, the test qualifies as 
a measure of achievement.
4.2.4 Word Knowledge Test
This consists of forty pairs of words printed boldly and spaced 
out well. It is presented in a group situation. The testees are 
asked to judge whether a pair of words have nearly the same 
meaning or nearly opposite meaning. As a slight departure from 
the administration method used in the IEA surveys, the pairs of 
words have, next to them, two columns with + and - printed in 
them. If the meaning of the pair is judged nearly the same, the 
testee puts a circle round the + and if the pair has nearly 
opposite meaning, minus sign is circled. They are given ten 
minutes in which to complete this test. Prior to this, a 
demonstration is given using the blackboard with the example of 
the pair High-Low.
4.2.5 The Thinking Level Test
The IEA data were primarily concerned with providing 
cross-national comparisons of achievement in various school 
subjects. However, the data were also appropriate for a wide 
range of secondary analyses. One such analysis by Bergling (1974) 
provides a consideration of Piaget’s developmental theory on the 
basis of a re-analysis of some data for Hindi-speaking Indian 
children and Swedish children of primary school age. His analyses 
suggested that some of the items from the Science Tests could be 
regarded as examples of thinking and reasoning behaviour 
appropriate for one of the three developmental stages proposed by
Piaget: Pre-operational Thinking, Concrete Operational Thinking,
and Formal Operational Thinking. Seven items from the Science 
Tests met the Guttmann Scalogram analysis criteria to be accepted 
as items representing stages of thinking. These seven items, 
along with the scoring procedure suggested by Bergling, were used 
as The Thinking Level Test. The test format is that a problem is 
presented first and five different ’solutions' are given after 
that. The testee is asked to consider all the five solutions one 
after another and then choose the one he prefers. Each of the 
solutions is interpretable in terms of one of the three Piagetian 
stages. This test was also presented in group situation.
Although a Gujarati translation by the present researcher was also 
available for use, in the event, it was not needed. This 
translated test was used by the present researcher in a study 
conducted in Gujarat previously. While the Gujarati version was 
found adequate in schools in Gujarat, it did suggest that it would 
not be appropriate with Gujarati populations abroad. A glance 
through the test shows that it demands a high level of literacy, 
knowledge of science or scientific concepts, and verbal reasoning 
ability. The raw scores on the test were summed and then 
averaged. The reliability alpha of this test was computed and was 
found to be 0.64.
4.3.1 Operationalization of Independent Variables
As already mentioned, a number of independent variables have been 
constructed by summing scores on specific constructs in respect of 
particular elements. In all, there are 12 x 10 x 3 = 360 items of 
data available in the grids for each child. This size of data set 
has vast potential in terms of exploratory analysis resulting from 
a large number of permutations and combinations. For the purposes 
of this research, however, a line is drawn about the number of
independent variables to be used guided by the focus of the
research. The summing procedure is now briefly described. As can 
be seen from the illustrative achievement grid at^lie end of this 
chapter column 1 represents the child’s evaluation of father on 
the construct continuum Tells me what to do-Does not tell me what 
to do. When the scores for thirty children for column 1 are 
summed, the result gives a composite score for column one. It 
will be seen from the description below that this construct is one 
of the three which make up Variable Three: Father’s direction.
The score for this variable, following the procedure just
described for column 1 will be the sum of column 1 (Tells me what
to do), column 13 (Insists that I work hard), and column 61 
(Punishes if I do not do well). Following this procedure, 
mother's direction score would be a sum of columns 2, 14, and 62.
The independent variables thus created are now described,
following the order of the variables rather than the hypotheses
stated at the end of Chapter Three.
The following two variables operatinalize parental ambition
A.
Hypothesis One.
Variable One. Father’s ambition. Fam.
Content: Father tells me what I should be.
Father has high hopes for my education.
Variable Two. Mother’s ambition. Mam.
Mother tells me what I should be.
Mother has high hopes for my education.
The next two variables operationalize parental direction in 
Hypothesis Three.
Variable Three. Father’s direction. Fdi.
Content: Father tells me what to do.
Father insists that I work hard. 
Father punishes if I do not do well,
Variable Four. Mother’s direction. Mdi.
Content: Mother tells me what to do.
Mother insists that I work hard. 
Mother punishes if I do not do well.
The next two variables operationalize parental support for 
children in Hypothesis Five.
Variable Five. Father’s encouragement. Fen.
Content: Father is pleased with my success.
Father gives me encouragement.
Mother takes interest in me.
^Father asks me about my school work.
Father spends money on my education.
Variable Six. Mother’s encouragment. Men.
f
Content: Mother is pleased with my success.
Mother gives me encouragement.
Mother takes interest in me.
Mother asks me about my schoolwork.
Mother spends money on my education.
The next two variables operationalize parental attachment to 
traditional way of life in Hypothesis Seven.
Variable Seven. Father’s living habits. Fli.
Father likes wearing Indian dress.
Father likes eating Indian sweets.
Variable Eight. Mother’s living habits. Mli.
Content: Mother likes eating Indian food.
Mother likes wearing Indian dress.
Mother likes eating Indian sweets.
The next two variables operationalize parental contact with 
Gujarati language in Hypothesis Nine.
Variable Nine. Father’s contact with language. Fcg.
Content: Father likes to speak Gujarati.
Father reads Gujarati newspapers/magazines.
Father likes Hindi/Gujarati films.
Variable Ten. Mother’s contact with language. Meg.
Content: Mother likes to speak Gujarati.
Mother reads Gujarati newspapers/magazines.
Mother likes Hindi/Gujarati films.
The next two variables operationalize parental ethnic pride in 
Hypothesis Eleven.
Variable Eleven. Father’s ethnic pride. Fep.
Content: Father is proud of being a Hindu/Muslim.
Father celebrates Hindu/Muslim festivals.
Father wants to go to India for a holiday.
Feather wants to go to India for a holiday.
Father spends time on Hindu/Muslim worship daily.
Variable Twelve. Mother's ethnic pride. Mep.
Content: Mother is proud of being a Hindu/Muslim.
Mother celebrates Hindu/Muslim festivals.
Mother wants to go to India for a holiday.
Mother spends time on Hindu/Muslim worship daily..
The next four variables operationalize parental approval of 
academic curriculum in Hypothesis Thirteen.
Variable Thirteen. Pal.
Content: Parental approval of (1) language/story writing or
(2) your own writing.
Variable Fourteen. Pam.
Content: Parental approval of (1) Fletcher Maths or (2) Maths.
Variable Fifteen. Par.
Content : Parental approval of (1) Reading or (2) Quiet Reading.
Variable Sixteen. Pat.
Content: Parental approval of Topic.
The following Variable Seventeen operationalizes parental 
approval of Gujarati as a part of school curriculum in Hypothesis 
Fifteen.
Variable Seventeen. Pag.
Content: Parental approval of Gujarati.
Variables 18 to 21 are based on the superordinate construct - 
instrumentality. It is made up of the following construct from 
the curriculum grid. Is useful to me. Will help me in getting to 
higher education. Will help me to get a good job. Will help me 
in my ambition.
These four variables operationalize the instrumental value of the 
academic curriculum in Hypothesis Seventeen.
Variable Eighteen. Instrumentality of Maths. Iom.
Variable Nineteen. Instrumentality of Writing. Iol.
Variable Twenty. Instrumentality of Reading. Ior.
Variable Twenty one. Instrumentality of Topic, jot.
The next variable operationalizes children’s perception of the 
instrumentality of Gujarati in Hypothesis Sixteen.
Variable Twenty two. Instrumentality of Gujarati. log.
Measures of ’strain’ between home and school
The first point to make about the variables representing strain 
between home and school is that they are not variables in their 
own right. They are a product of calculations based on 
subtractions from one set of scores (relating to teacher) of 
another (relating to father or mother), raising the resultant 
score to a power of 2, and then halving the score.
For example, ((c59-c49)**2+(c95-c85)**2)**0.5, where C59 and C95 
relate to Teacher and C49 and C85 relate to Father.
These products of subtractions are conceptualised as 'strain' 
between home and school. If teacher score on the super-ordinate 
construct Direction is larger than father score on Direction, the
difference between these two scores represents the ’strain’ 
concerning Direction and is in that instance positive. If the 
father score is larger than the teacher score, the similar 
’strain’ becomes negative. It is clear from this description that 
it is the size of the ’strain’ which is of interest and not the 
direction. Following this reasoning, the equality of teacher and 
father/mother scores would indicate no ’strain’ between home and 
school, or a common ground between the two. The computation just 
described was applied to scores derived from Achievement and 
Culture Grids only. It will be recalled that these two Grids had 
identical set of elements and that the hypotheses about 
home-school ’strain' concern aspects of achievement socialisation 
and cultural retention. These variables are twelve (3 x 2 x 2) in 
all. They are named Strdirl, Strdir2, and so on, where they stand 
for STRain relating to DIRection 1 (father), 2 (mother). A fuller 
description of these variables now follows.
The next two variables operationalize teacher sharing of parental 
ambition in Hypothesis Two.
Variable Twenty three. Strambl. Ambition and father.
Variable Twenty four. Stramb2. Ambition and mother.
The next two variables operationalize teachers’ direction to 
children in Hypothesis Four.
Variable Twenty five. Strdirl. Direction and father.
Variable Twenty six. Strdir2. Direction and mother.
The next two variables operationalize teachers’ support for 
children in Hypothesis Six.
Variable Twenty seven. Strsupl. Encouragement and father.
Variable Twenty eight. Strsup2. Encouragement and mother.
The next two variables operationalize teachers’ support for the 
traditional culture of the family in Hypothesis Eight.
Variable Twenty nine. Strhabl. Father’s Living Habits.
Variable Thirty. Strhab2. Mother’s Living Habits.
The next two variables operationalize teachers’ support for the 
first language of the child in Hypothesis Ten.
Variable Thirty one. Strlanl. Father’s contact with language.
Variable Twenty two. Strlan2. Mother's contact with language.
The next two variables operationalize teachers' recognition of 
parental ethnicity in Hypothesis Twelve.
Variable Thirty three. Strethl. Father’s ethnic pride.
Variable Thirty four. Streth2. Mother's ethnic pride.
Variables 35 to 38 relate to superordinate construct 'personal 
satisfaction'. It is made up of the following constructs from the 
curriculum grid. Is interesting to me. Brings out the best in 
me. Gives me a chance to work on my own. Is difficult for me.
These' four variables operationalize children’s satisfaction with 
academic curriculum in Hypothesis Fourteen.
Variable Thirty five. Psyow. Personal satisfaction with Writing.
Variable Thirty six. Psmaths. Personal satisfaction with Maths.
Variable Thirty seven. Psreading. Personal satisfaction with 
Reading.
Variable Thirty eight. Pstopic. Personal satisfaction with 
Topic.
4.4.1 Groups and Schools
In terms of area of origin - India (and this can apply equally to 
immigrants who are directly from India as well as the second-time 
migrants) - Gujaratis in this country are a numerically smaller 
group compared to Panjabi-speaking Sikhs and Hindus. This means 
that even in schools with pupils of Indian origin, Gujarati 
children may be found in small numbers. Commenting on this 
feature of distribution of various groups, Taylor and Hegarty 
(1985, p. 534) remarked "that Asians tend to be residual even the 
third group in multiracial studies, e.g. the ILEA transfer 
surveys and Driver's examination studies." The implication of 
this remark for Gujaratis as a group becomes much clearer when it 
is realised that the term Asian subsumes at least three groups
from the Indian sub-continent, i.e. Indians, Pakistanis, 
Bangaladeshis, and additionally, East African Asians as well. 
Therefore, when Gujaratis are differentiated as a group from the 
main generally described group, they are in fact a small 
proportion of the residual group already mentioned. This results 
in a very small number of Gujarati children to be found in any one 
multiracial school. A further point about the group size will be 
made at a later stage.
The focus of this study is Gujarati children for a number of 
reasons. The foremost is that the researcher himself is a 
Gujarati, and has experienced various statuses as an immigrant, as 
a professional person, and, in the present instance, as a 
researcher of Gujaratis. The consideration has been that the 
researcher's own background knowledge, experience and cultural 
affinity can be capitalized in a research paradigm that regard 
these to be advantages. Second, as a smaller community Gujaratis 
have received less research attention the main studies, as noted 
in an earlier chapter, being by Desai, Tambs-Lyche and Michaelson. 
These studies have been in disciplines other than sociology and a 
similar situation exists regarding Gujarati children as well. The 
studies relating to Gujarati children in educational settings have 
a range of orientations, e.g. psycholinguistics (Master, 1982), 
sociolinguistics (Smith, 1979; Mercer and Mercer, 1979), and 
applied linguistics (Harry, 1962; Engineer, 1966; Kanga, 1967). 
Further, most studies of achievement/underachievement have been 
based on examination results of secondary-age pupils, and students
at post "O’V ' A ” level stages. This study aims to redress the 
balance by focusing on the neglected group - the primary age 
children. The present researcher’s professional experience has 
been predominantly as a teacher in primary schools, and 
additionally as a specialist teacher of English as a second 
language, for both Gujarati and Panjabi children. Finally, having 
specialized in teaching multicultural education within the field 
of teacher education, the researcher has enjoyed sustained 
contacts with teachers who brought the concerns from multicultural 
education to bear on their work on in-service courses they 
attended.
The schools in which the present research was conducted are 
situated in that area of east London where concern about 
educational underachievement of one ethnic minority group, the 
West Indians, was expressed first. The report entitled The Cause 
for Concern embodied the survey jointly undertaken by Black 
Peoples Progressive Association and Redbridge Community Relations 
Council. Describing this report, Tim Albert in the New Statesman 
of 26th May, 1978, drew a contrast between the character of the 
area and the findings of the Report. At least in 1978, the area
was very much unlike Brixton or the east end of London. At the
time of the Report, the area had very low levels of unemployment
(2%) and one of its distinctions was that it had one of the
highest rates of library use in Britain. The area’s proximity to 
pleasant Essex countryside has also been noted. Given that the 
area bears no similarity to typical deprived areas like Brixton or
the east end of London, the extent of underachievement of West 
Indian pupils comes as a surprise.
This study relates to thirty Gujarati-speaking boys and girls
attending two junior schools. Although it was possible to 
consider Gujarati children from all the four years of the schools, 
it was decided to include 3rd and 4th year children in the group. 
At ages seven and eight, children, having just moved up from the
infants stage, were considered too young for a study of
educational achievement. Indeed, it is the case that infant 
school children’s progress in reading has been studied using 
standardized tests. However, the methodology of this study is 
characterized by quantification but not necessarily by 
standardized testing. On the other hand by the time children get 
to the third and the fourth year, they certainly begin to be aware 
of, if not fully grasp, the nature of life at secondary and 
post-secondary stages, including the role of examinations and 
achievement. In other words, the ideas on achievement may be 
latent during the last two years of the junior school or children 
may be exercising their thoughts on received ideas of achievement 
in these two years. There were 21 children in one school 
(designated School A) and 9 in the other school (School B). Both 
schools are interesting for different reasons. In School A, the 
Gujarati children are either Hindu or Muslim. School B is 
interesting because it is organised on the basis of vertical 
streaming, i.e. based on an age-mix in every class and 
family-grouping. The other feature of School B was that it
operated 'integrated day' with only the constraint of the
VIjj,
availability of school hall determining certain class activities.
A
Teachers had the control over the organisation of the rest of the
day's activities. In this school, the nine children are all
Hindu. In the group as a whole, there are fifteen boys and
fifteen girls. Of these, there are ten boys and eleven girls in
School A; and five boys and four girls in School B. In School A,
there are eight Hindu boys and three Hindu girls; and two Muslim
boys and eight Muslim girls. In School B, the nine Gujarati
children are all Hindu. It appears that a group of 30 subjects is
not entirely unusual. Taylor and Hegarty (1985, p. 533)
concluding their wide-ranging review of research relating to
pupils of Asian origin have this to say: "The small-scale nature
of the studies is evident in terms of sample size, nature of
(a
sample and number of variables studied. There are^few large-scale 
studies and some with 100-200 subjects but the majority are very 
much smaller than this, comprising perhaps 20-50 pupils. Studies 
are generally based on 'opportunity samples'; i.e., pupils who 
happen to be readily available, often in a single school. This 
applies also to a number of large-scale studies."
Conclusions drawn from the previous three chapters have clarified 
methodological issues and have enabled appropriate decisions to be 
taken. In Chapter One, the issue of educational achievement was 
placed in the wider context of multicultural education. Cultural 
explanations of achievement appeared to have been put forward but 
not fully explored by researchers. Parental attitudes to
education also appeared to be very important. Teachers, as
representatives of a culture different from that of ethnic
minorities nevertheless seemed to play a crucial role in
children’s achievement because of the attitudes they brought to
bear on the home culture of the pupils. Finally, ’pathologising1
of the family (e.g. ’one-parent’ family in the context of the
/V
West Indians) appeared to have been implicated in pupil 
underachievement. On the basis of these conclusions, the 
following decisions were taken. Members of the nuclear as well as 
the extended family will be considered as one group of significant 
others. Teacher and Temple Priest (in case of Hindus) or Imam in 
mosqe (in case of Muslims) will also be included in the group of 
significant others. The second chapter provided a general picture 
of the Gujarati community in Britain. Among the features which 
appeared significant in the description of Gujaratis were 
retention of and contact with Gujarati language, continuity of 
religious practices and observances, regard paid to social customs 
which determined stratification within a group and also served as 
a value system. The behavioural characteristics of Gujaratis 
abroad appeared to be ambition, initiative and enterprise. While 
these qualities are not specific to Gujaratis, on the basis of 
evidence noted in that chapter, it is possible to draw some 
general conclusions about their social behaviour abroad. This has 
also generated some constructs to be used in this research. The 
third chapter provides a deductive theory which postulated that 
aspects of culture were implicated in educational overachievement 
of Gujarati pupils. More specifically, the internalization of
achievement values of the parents through socialisation within the 
family creates conditions for achievement. However, the 
internalization can remain latent and may be without significance 
for any resultant social behaviour. When children ’perceive’ any 
named aspects of the internalization of values, there becomes 
available empirical counterpart to what has been ’internalized’ 
and almost stored away. The procedure chosen to capture these 
perceptions on the part of children is the completion of grids. 
Here children rank various elements ( significant others mentioned 
earlier) in terms of their proximity or distance from the 
constructs. The epistemology requires that children’s perceptions 
provide the data of substance about experiences within the home as 
well as at school. This makes the individual the unit of 
analysis. However, a group of individuals falling in specific 
social categories, e.g. Hindus, Muslims, boys, girls, and 
Gujaratis (as speakers of one language), can at least be treated 
as an aggregate if not as a group in its fullest sense of the 
term. School achievement is a social construct in the sense in 
which schools function within society to serve various social 
functions, e.g. socialisation, selection, social mobility, and as 
has been recently suggested, to fit products of school into the 
existing economic structure (Willis^ I ® ,
Literature on achievement thus uses either examination success as
criterion or a socially-valued skill such as literacy and numeracy
as criterion. The criteria for achievement in this research could 
(N
have been based on either or both of these. The decisions about 
the criteria are, in the event, taken on the grounds of
f
racticalities. One decision was that measures which could be
-A
administered in the group situation were to be preferred.
Despite 'intelligence1 being a social construct and thus being 
specific to cultures or even particular groups of people, the ’g ’ 
component to be found in measures of intelligence and achievement, 
suggests a role for ’g ’ in educational achievement. In order to 
explore the role of culture variables in variance to be found in 
educational achievement data, it is necessary to remove the effect 
of 1g f. The problematic nature of standardized tests of 
intelligence when used with ethnic minority pupils is well-known. 
(The discussion on problems of measuring intelligence of Indian 
children in Haynes, 1971, pp. 21 - 23, and Vernon's (1979) 
discussion on cultural biases in intelligence tests are both 
apposite in this connection). The achievement data used in this 
research have undergone this transformation, that is, the effect 
of 'g' has been removed.
4.4.2 Problems and Constraints
In this section of this chapter, it is now proposed to describe 
the reality of the research situation by referring to some of the 
problems connected with this research and the constraints under 
which it was conducted. A major consideration was with regard to 
those substantive areas which are doubtless of theoretical 
importance within sociology but nevertheless by all accounts 
socially sensitive. In times of high unemployment, naturally,
questions about employment and socio-economic status become 
particularly sensitive. Another sensitive area is family life and 
relationships. It would be dishonest to claim that the 
sensitivity of these areas did not affect the manner of 
constructing the research questions as well as of asking them. 
Gujaratis are one of the several groups within the two schools. 
While on theoretical grounds, a case study of one of the several 
groups is legitimate, the implications of such a study within the 
schools as well as outside can be many. One is that the group 
selected for study can be seen either as ’a preferred group' or 'a 
problem group'. If other groups see the study group as preferred, 
there can be accusation of 'bias in favour'. On the other hand, 
if the study group has the perception that it is being singled out 
as some kind of a problem, there can be suspicion, resentment, or 
even hostility. While these emotions were not expressed by any of 
the subjects in this study, there was certainly curiosity 
expressed by two girls who had different, but pointed, questions 
for the researcher. One asked, "Do you put these questions to 
white children?" Another asked "Do you go to other schools?" The 
answers from the researcher in both the cases were non-committal. 
The wording was something like "If I have the time". This 
reaction and the fact of the researcher being from the same 
cultural group certainly helped interactions - which were 
assymetrical as most interactions involving persons of different 
social statuses tend to be. As the children discovered that the 
researcher shared the Gujarati language, knowledge of life in 
Gujarat and the customs, and had the knowledge of Gujarati
community life in this country, in all but one case, there was 
willing - and sometimes compliant co-operation. There was a case 
of one Hindu boy in the fourth year who became so anxious in the 
researcher’s presence that, while not refusing to respond, used 
the strategy of providing 'socially approved’ (as he saw them) 
answers. To say that this interaction was artificial is to put it 
mildly, and the encounter had to be abandoned. To include this 
subject in the study would have meant violation of the principle 
of subjective perception. Because of the very real possibility of 
distorted data, this subject was excused from the study. To 
summarise, in the majority of the cases, in both the schools the 
researcher was 'accepted' by the children as an 'outsider' but not 
as a 'stranger'. The Head Teachers in both the schools were 
strongly supportive of the research at all the stages. They 
introduced the researcher as a friend from the educational field 
who wanted to speak to them about their progress in school. One 
class teacher, an ex- student of the researcher from one of the 
in-service courses, introduced him as someone who taught her. In 
one school, the Head sent out a letter to parents of Gujarati 
children to inform them that their children's educational progress 
was being studied by a researcher (with the name provided). There 
was no particular reaction from the parents. There was a dilemma 
with regard to what information about the research could be 
provided to the children. The relevant questions which arise are: 
at what level should background information be provided and 
whether raising questions about achievement creates anxieties in 
subjects.
The explicit consent of children was not sought for participation 
in interviews for completion of grids as well as in group testing. 
However, it is doubtful whether, in the face of conformity 
pressure in a junior school, children would have really felt able 
to opt out. It can be said that there was implied consent on the 
part of the children but not necessarily, informed consent.
A major consideration which influenced the planning of research 
was space in both the schools. In School A, data collection on 
group measures had to be planned for those days when particular 
classes were out on one of the school activities, resulting in the 
classroom becoming available. There had to be a limit on the 
length of time children could be taken out of the class for 
individual sessions because of its effect on their class work. 
Teachers in both the schools demonstrated considerable flexibility 
and extended their fullest co-operation in the face of demands 
made upon their organization. Although on paper a group of thirty 
appears small, the upheaval caused in the two schools even by the 
study of this size demonstrates forcefully the need to restrict 
studies to a size that strikes a balance between normal 
functioning of a school and a look at the school from outside.
That apart, clearly, a research study does rely heavily on the 
interest generated within the school and on the naturalness of the 
co-operation received.
4.5.1 Approaches to data analysis
Two major objectives have guided the selection of appropriate 
statistical technique for the analysis of data : description and 
Exploration. The two objectives are not necessarily separable and 
there is merit in bringing together conclusions from various 
techniques of analysis, especially for the way they can be 
mutually confirmatory. As the data are in the form of 
(dis)similarity grids in which elements are ranked on the continua 
of bi-polar constructs, the INDSCAL model from multidimensional 
scaling (MDS) package is judged suitable. According to Coxon 
(1982), "this model interprets differences between the subjects 
(third way) as arising from differences in weights (interpreted as 
importance or salience) ascribed to the dimensions of a common 
configuration". Essentially, there are three basic features of 
the analysis - group space (uniquely determined orientation of 
axes), private space (location of individual subjects on 
dimensions) and subject space (comparison of subjects in terms of 
their dimensional space). As can be readily seen, the technique 
offers a general view as well as specific information about 
individuals. The analysis gives an aggregate picture (as salient 
dimensions) for the group of grids and then helps relate 
individuals to this aggregate picture. The most important 
implication of this approach is that subjects are considered 
solely with reference to subject space location and their status 
remains relative to the dimensions. Instead of describing 
individuals in terms of their subject space, however, it appears
more advantageous, from the point of view of description, to use 
principal components analysis. The INGRID program (Slater, et 
al., 1972) is used for this. In this form of analysis, individual 
grids are analysed without recourse to any external frame of 
reference, and therefore the components which are produced remain 
unique to individuals. The two approaches have different starting 
points but they lend themselves to an integrated interpretation. 
This is considered to be a major advantage in view of the paucity 
of research relating to Gujarati children.
The approach used for exploration of data within the framework of 
the hypotheses stated at the end of Chapter Three is Ordinary 
Least Squares Regression.
The characteristics of dependent and independent variables will 
be found in the description of variables already provided in this 
chapter. In order to explore the role of cultural variables 
(these form the independent variables) in Gujarati children’s 
educational achievement (in dependent variables), it is necessary, 
first to see the extent to which children’s intelligence might be 
the explanator of achievement. This is now done. The two 
measures used for controlling ’g ’ are (1) three subtests of NFER 
Non-Verbal Test BD and (2) Raven’s Progressive Matrices. The 
dependent variables were regressed on measures of ’g ’. The 
variance accounted for is given in Table 1. That table 1 and 
Table 2, reporting intercorrelations among the dependent 
variables, are put together in order to facilitate consultation.
Table 1
Variance in the dependent variables accounted for by ’g 1 
Dependent Variable Regression-squared.
Reading Quotient 18.4%
Spelling Quotient. 0
Vocabulary 36.1%
Thinking Level 27.6%
Table 2
Intercorrelations among dependent variables
Reading Spelling Vocabulary Thinking
Level
Spelling - ’g 1 0.504 X
Vocabulary — * g * 0.064 0.181 X
Thinking Level-'g1 0.075 0.157 0.208 X
The residuals resulting from the analysis reported in Table 1 and 
1 (a) represented the dependent variables data in a ll subsequent 
analyses. Also, as standardized residuals, they report 
overachievement anAunderachievement on the part of the subjects.
Now, we consider the information provided in Table 2. Reading 
and Spelling have moderate but positive correlation. This is an 
expected relationship in that both are learnt skills. Also, while 
reading is a highly complex activity, there is a level at which 
the success in this activity is a function of word recognition of 
a fairly simple kind. Also, it should be remembered that the 
group reading test used for this variable is based on "cloze11 
procedure, i.e. it relies on identification of individual words 
missing in the continuous text which makes up the test. The other 
measure, Schonell Graded Spelling Test, starts from a set of 
simple words and increases in difficulty through very smooth 
grading. It can be suggested that the positive correlation of 
0.50 between Reading and Spelling after removal of ’g 1 reflects 
these features of the measures. In contrast, Reading is not 
related to Vocabulary and Thinking Level and the same can be said 
of Spelling. The correlation between Vocabulary and Thinking 
Level is only a shade higher. As stated earlier, Vocabulary and 
Thinking Level are both taken from IEA studies of educational 
achievement. The small, positive correlation of 0.21 is 
suggestive of some common ground between the two measures. These 
characteristics of the dependent variables may prove of some help 
in interpreting the results of regression analyses.
To summarise, this chapter began with a description of the group 
being studied. Next, instrumentation was discussed by providing 
information about construction of grids, ending with the a listing 
of dependent and independent variables. Information was also 
provided about the construction of independent variables through 
various rules of transformation. In the final part of the chapter 
we noted relationship between the dependent variables and 
intelligence and intercorrelations among dependent variables after 
removal of fg*. The next three chapters report on three 
approaches to data analysis:*5 ordinary least square regression for 
exploring the hypotheses, INDSCAL analysis for exploring grids and 
for pseudo-subjects analyses, and analyses of individual grids of 
high achievers and low achievers. Three examples of completed 
grids follow on the next three pages (pp. 178 - 180).
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Chapter 5
Discussion of Results
Before moving on to the discussion of results, it would be 
appropriate to reiterate some of the main points of the research 
problem. The educational performance of Asian children has been 
characterised by achievement 'at or above expected level1. It may 
be appropriate to use the term over-achievement as a convenient 
shorthand. Among the explanations put forward for this are the 
positive stereotyping of Asian pupils by schools and teachers, and 
various features of Asian culture. The cultural explanations of 
Asian educational performance are presented as speculations and 
have not been researched into. As there is less guidance 
available in the literature on multicultural education for a 
theoretical basis for researching this problem, an appropriate 
theoretical framework has been presented by developing a deductive 
theory.
The cultural variables selected as independent variables come 
closest to the main points of the previous four chapters.
However, the possibility also remains that aspects of culture 
other than those represented in the independent variables may be 
clearly implicated. The model to be specified for regression
analysis needs to take into account the following basic 
assumptions: association between dependent and independent
variables; as well as association with some other (unspecified) 
variables. Additionally, two other important assumptions for the 
model are that the relationship between dependent and independent 
variables will be linear and that the way in which the effects of 
a group of independent variables combine is additive. The 
analysis model may be formally presented as under:
Y-hat = a + bX
Where Y-hat = the predicted value of the dependent variable.
X = the independent variable,
b = the regression coefficient or the 'slope*,
a = intercept.
Prior to coming to the results of the regression analyses, a note 
may be made of the nature of association among variables as 
indicated by correlations. These tended to remain small with the 
highest going up to 0.4. This is the first indication of the 
possibility that the postulated associations may not emerge. The 
manner of construction of independent variables has already been 
outlined. In view of the different principles which have been 
employed in the construction of independent variables, the 
coefficients in the regression analyses have been standardized to 
render them comparable. It may be recalled that the independent 
variables were constructed from scores in the grids data. In this
connection, it is also important to bear in mind the method of 
scoring used in grids. The grids data are essentially proximity 
data, i.e. they indicate the subject's evaluation of a particular 
element, for example, father, being near (designated by score of 
1) or furthest away (designated by score of 5) from the construct 
Tells me what to do. This has the implication that low scores 
become indicative of nearness to the construct or having a 
particular attribute. In contrast, in the achievement data, high 
scores are indicative of high achievement and vice versa. The 
difference in scoring for independent and dependent variables has 
the effect of producing negative relationships which, in reality, 
are positive in the light of the explanation of scoring procedures 
used. In order to deal with this matter meaningfully, the signs 
in correlations tables and in regression results have been 
reversed consistently. It may further be added that the scoring 
procedure for grids has not created any problems with other 
analysis techniques used, e.g. INDSCAL, INGRID, to supplement the 
regression analyses. A similar reversing of the signs was not 
needed for intercorrelations among the dependent variables as they 
are based on quotients and raw scores.
There are at least three features of the results which require to 
be noted. They are : negligible amount of variance explained,
small size of coefficients and negative direction of many of the 
coefficients. In some cases, a moderate amount of variance has 
been explained. It is necessary to view this with scepticism, 
however, in view of the possibility of this being an artifact
produced by sampling fluctuations.
In the discussion which follows, references will be made to the 
relevant tables of statistical results which are provided (due to 
their length) in Appendix One. There are three kinds of tables. 
Tables designated a report intercorrelations among dependent and 
independent variables. Those designated b present the results of 
regression analysis. Those designated c contain the results which 
examine the effects of interaction between father’s and mother's 
influence. Interaction between variables is multiplicative or 
non-additive. Additivity assumption governing regression analysis 
has already been mentioned. The £  tables provide a basis for 
testing this assumption, in a different way, i.e. by examining 
non-additivity.
The variance explained by the regression analysis (or the 
R-squared) has been adjusted for degrees of freedom in order to 
provide an unbiased estimate so that non-zero coefficients can 
nevertheless give rise to R-squared = 0.
Hypothesis One is about association between parents' ambition for 
their children and children's achievement. In Table 3 (a)» Fam is 
Father’s ambition and Mam is Mother’s ambition. The correlations 
of these two variables with dependent variables are very low, the 
highest being 0.3 (for Thinking Level) and some, including this 
one, are negative as well.
Table 3 (b) concerns regression analysis. The two independent 
variables do not explain any variance with regard to Spelling and 
Vocabulary. They explain negligible variance for Reading (6.8%) 
and for Thinking Level (4.6%). Father's ambition is negatively 
related to Reading and Vocabulary; and mother's ambition is 
negatively related to Spelling and Thinking Level. The only 
remark which is appropriate for this result is about the 
underlying trend which may be regarded as going against the 
direction of the hypothesis on the basis that there is ambiguous 
association between the independent and the dependent variables.
The result relating to the effect of interaction between father's 
and mother's ambition (Param) on the dependent variables is 
reported in Table 3 (c). Param which stands for this variable was 
constructed by multiplying together two ambition variables. Also, 
it may be added that the other five interaction variables included 
in the analysis were constructed on similar lines. Parental 
Ambition or Param does not explain any variance for three of the 
four variables. It explains negligible amount of variance for 
Thinking Level. However, the direction of the association among 
the dependent and independent variables is negative, i.e. against 
the hypothesis, in three of the four cases. There is also some 
inconsistency in the results in that they apply to dependent 
variables selectively. In consideration of these results, the 
hypothesis is not sustained.
Next to be considered is Hypothesis Two which is about
association between teacher’s ambition for children and their 
achievement. It will be recalled that teacher’s ambition for 
children’s achievement was postulated to be comparable to that of 
parents and, thus, this was the hypothesis about teachers and 
parents 'sharing' this influence. It may also be recalled that 
this 'sharing' of influence provided a measure of 'strain' between 
home and school. The criterion for 'strain' is the difference 
between teacher’s and parents' ambitions and other perceptions.
The size of teacher-parent coefficients indicates whether that 
strain has influence on achievement. Bearing this in mind, we 
note from Table Four B that the two relevant variables for strain 
relating to ambition - Strambl and Stramb2 - do not explain any 
variance for Reading, Spelling, and Vocabulary. In case of 
Thinking Level, 19.8% of the variance is explained by the four 
independent variables. The F ratio for this result reaches 5% 
level of significance. However, as several related hypotheses are 
tested simultaneously, the significance levels need to be made 
much more rigorous. This result should, therefore, be regarded as 
of suggestive nature. In view of the non-significance of the 
coefficients with regard to three of the four dependent variables, 
it is appropriate to consider only the result relating to Thinking 
Level in a little more detail. The size of the coefficient for 
Strambl suggests that the effect of the strain between teacher's 
ambition and father’s ambition is large. This indicates that if 
father has ambitions for the child, it does not help for the 
teacher to have them too. The smaller coefficient for Stramb2, on 
the other hand, indicates comparable influence of teacher and
mother.
The Third Hypothesis is about an association between parental 
direction (Fdi and Mdi) and children’s achievement. The results 
under this hypothesis are provided in Table Five, a, b, and c. 
Among the intercorrelations in Table Five a, it may be noted that 
the highest correlation of -0.376 is for Mdi with Thinking Level. 
Other than that, the relationships are negligible. There is a 
negative correlation of 0.61 between father’s and mother's 
direction, indicating the two influences to be opposite of each 
other. The two independent variables - Fdi and Mdi - do not 
explain any variance in Reading, Spelling and Vocabulary. In case 
of Thinking Level, they explain 17.9% of the variance. The 
relevant F ratio is significant at 5% level. In view of the need 
already stated of having to make significance levels to be more 
rigorous than the 5% level, this result may also be considered 
suggestive. The importance of Thinking Level as a dependent 
variable appears to be reiterated by this result. There is 
confirmation of this trend with regard to Thinking Level when we 
consider the interaction between father's and mother's direction - 
or Pardir for short. Its correlation with Thinking Level, at 
0.28, is higher than with other dependent variables. It explains 
4.8% of the variance in Thinking Level as opposed to none for the 
remaining dependent variables. On the basis of these results, it 
can be suggested that Thinking Level points to an interesting 
trend but the hypothesis is not supported.
The Fourth Hypothesis is about the strain between parental 
direction on the one hand and teacher's direction on the other and 
their association with achievement. The results under this 
hypothesis are provided in Table Six a and b. Among the 
intercorrelations, there is a negative correlation of 0.38 between 
mother's direction and Thinking Level. Also, there is a negative 
relationship between father's and mother's direction, the relevant 
correlation being 0.61. Finally, there is another negative 
relationship of 0.71 between the two strain variables Strdirl and 
Strdir2. The four independent variables fail to explain variance 
in respect of Reading, Spelling and Vocabulary just as was the 
case with Hypothesis Three. Continuing with this pattern, they 
explain 21.5% of the variance for Thinking Level. As before, 
despite the 5% significance level of this result, we adhere to the 
need for more rigorous significance level and prefer to treat this 
result as suggestive only. With these remarks, we focus on the 
two strain variables - Strdirl and Strdir2. There is a small 
difference in the size of the coefficients for these two variables 
in relation to Thinking Level. This indicates that Strdirl makes 
a little more contribution to explanation of variance than 
Strdir2. In other words, if there is a difference between the 
direction provided by father and teacher, that helps the child's 
achievement. Such difference between mother's direction and 
teacher's direction is negatively related to achievement. Bearing 
in mind the nature of the result for Thinking Level but the 
non-significance of the remaining results, this hypothesis cannot 
be supported.
The Fifth Hypothesis is about association between the parental 
support for children and their achievement. The independent 
variables are father's support (Fen) and mother's support (Men). 
The results under this hypothesis will be found in Table Seven a, 
b, and c. Among the intercorrelations listed in Table Seven a, it 
can be seen that there are no relationships between dependent and 
independent variables, with the exception of a negative 
relationship between Fen and Men. The two independent variables 
fail to explain any variance in Spelling, Vocabulary and Thinking 
Level whereas for Reading, they explain a very small amount 
(4.7%). There is some consistency in the results with regard to
I #
Fen that all coefficients are negative whereas with regard Men, in
A
case of all but one dependent variables (i.e. Reading), the 
coefficients are negative. The size of the coefficients is very 
small in almost every case, the exception being the negative 
association between father's support and Reading with the 
coefficient of -0.4203. This trend also continues when we 
consider the results based on the effect of interaction between 
father's and mother's support - Parental Support or Parsup for 
short. The Parsup also fails to explain variance for any of the 
dependent variables. These results provide grounds for rejecting 
the hypothesis.
Hypothesis Six relates to association between parental support, 
teacher support and children's achievement. The relevant 
independent variables are father's support (Fen), mother's support 
(Men), the strain between teacher's support and father’s support
(StrsupD and strain between teacher's support and mother's 
support (Strsup2). The results under this hypothesis are 
contained in Table Eight a and b. An inspection of Table Eight a 
shows that the two strain variables have correlations of 0.30 and 
0.51 respectively with Thinking Level. Also, there is a 
correlation of 0.44 between Fen and Strsupl. Last, the two strain 
variables have a negative correlation of 0.71. The four 
independent variables explain different amounts of variance with 
regard to Reading (10.7%), Spelling (1.2%) and Thinking Level 
(16.5%). They do not explain any variance in Vocabulary. The two 
strain variables have a clear pattern. Strsupl has a positive 
contribution to make whereas Strsup2 makes a negative 
contribution. This is the case with regard to all the four 
dependent variables. Strsupl has large coefficients in relation 
to Reading (0.5113) and Spelling (0.5269) and Strsup2 has a large 
negative coefficient (-0.6322) in relation to Thinking Level.
Since the four independent variables explain 16.5% of the variance 
for Thinking Level, the trend established earlier concerning this 
dependent variable, continues to be confirmed. Having contended 
this, it needs to be added that the results do not support the 
hypothesis.
The Seventh Hypothesis is about association between parental 
attachment to traditional way of life (Fli for father and Mli for 
mother) and children's achievement. The results under this 
hypothesis are provided in Table Nine a, b, and c. A glance 
through intercorrelations in Table Nine a shows that there is
practically no relationship among the variables. The two 
independent variables do not explain any variance for any of the 
four dependent variables. The size of the coefficients in all 
cases are very small. The interaction between Fli and Mli is 
named Parli. This fails to explain variance in any of the 
dependent variables. Also, judged by the sign for the 
coefficients, the effects seem to be going against the hypothesis 
in case of three dependent variables. Thus, on every count, there 
is no support for the hypothesis.
Hypothesis Eight relates to association between parental 
attachment to traditional culture on the one hand, and teacher 
support for parental culture. The relevant independent variables 
are Fli and Mli for father and mother respectively and Strhabl and 
Strhab2 for the strain between teacher support and father's and 
mother's attachment to traditional culture. The results under 
this hypothesis will be found in Table Ten a and b. From the 
intercorrelations in Table Ten a, it can be seen that the two 
strain variables are negatively associated - the correlation being 
-0.57. The second large correlation is between Strhab2 and 
Spelling. The four independent variables do not explain variance 
in respect of Reading, Vocabulary and Thinking Level whereas in 
case of Spelling, they explain only a small amount (6.5%) of the 
variance. The coefficients for Reading are positive for all the 
four independent variables but in case of the other three 
dependent variables there is a mix of of positive and negative 
relationships. There are only two coefficients of decent size and
they indicate positive association between Strhab2 and (1)
Spelling (0.4258) and (2) Vocabulary (0.2464). These remarks 
provide the grounds for the conclusion that the hypothesis is not 
supported.
Hypothesis Nine is about parental contact with Gujarati language 
and children’s achievement. The relevant independent variables 
are father's contact with Gujarati (Fcg) and mother's contact with 
Gujarati (Meg). The results under this hypothesis will be found 
in Table Eleven a, b, and c. Intercorrelations in Table Eleven a 
indicate that there is no relationship among the variables. The 
two independent variables relating to parental contact with 
Gujarati - Fcg and Meg - do not explain any variance in the four 
dependent variables. The coefficients for all the dependent 
variables are positive with the exception of Thinking Level. For 
this dependent variable, there is negative association with Fcg.
In all cases, the size of the coefficients is very small, the 
highest being 0.2051 for the association between Meg and Reading. 
As there is no variance explained and the coefficients are small, 
strictly on the basis of positive coefficients for three of the 
four dependent variables, the hypothesis can be considered to be 
on the right lines although not supported. The interaction 
between father's and mother’s contact with Gujarati, named 
Parlang, also does not explain any variance. This result is quite 
similar to that reported in Table Eleven b. On this basis, the 
conclusion about the trend finds support.
Hypothesis Ten relates to association between parental contact 
with Gujarati (Fcg and Meg) on the one hand and teacher support 
(Strlanl and Strlan2) on the other and children's achievement.
The results under this hypothesis are provided in Table Twelve a 
and b. The four independent variables do not explain any variance 
in Reading and Spelling but explain very small amounts in case of 
Vocabulary (9.3%) and Thinking Level (7.2%). The size of the 
coefficients is large in case of Spelling and Vocabulary but not 
for Reading and Thinking Level. There is also a clear pattern in 
respect of the direction of the coefficients for three of the four 
dependent variables. The pattern is that Fcg and Strlanl have 
positive association with Reading and Spelling and negative 
association with Vocabulary and Thinking Level. A similar pattern 
also exists with regard to Meg and Strlan2. This is negative in 
case of Reading, Spelling and Thinking Level and positive in case 
of Vocabulary. The conclusion to be drawn from these results is 
that there is no support for the hypothesis.
Hypothesis Eleven is about association between parental ethnic 
pride and children's achievement. The two independent variables 
are father's ethnic pride (Fep) and mother's ethnic pride (Mep). 
The results under this hypothesis are presented in Table Thirteen 
a, b, and c. From the intercorrelations in Table Thirteen a, it 
can be seen that there are no relationships among the variables 
except a very negligible one between father's and mother's ethnic 
pride (i.e. Fep and Mep). The two independent variables do not 
explain any variance for Spelling, Vocabulary and Thinking Level
but explain a small amount (12.1%) in case of Reading. Fep has 
negative association but Mep has positive association with the 
four dependent variables. The coefficients are not large, the 
highest being the negative coefficient for a relationship between 
Fep and Reading of -0.4394. The interaction between father’s and 
mother's ethnic pride - named Paret for short - does not explain 
any variance. There is similarity with results in Table Eleven b 
in that the coefficients also remain small, as well as negative in 
three cases out of four. The results do not provide any support 
for the hypothesis.
Hypothesis Twelve is about association between parental ethnic 
pride on the one hand and teacher support for parental ethnic 
pride on the other and children's achievement. The four 
independent variables are father's and mother's ethnic pride (Fep 
and Mep) and the two strain variables (Strethl and Streth2). The 
results under this hypothesis will be found in Table Fourteen a 
and b. From the intercorrelations in Table Fourteen a, it can be 
seen that there is positive association between strain variables 
Strethl and Streth2 and Fep and Mep respectively. Also, there is 
negative association between Strethl and Streth2. The four 
variables do not explain any variance for Spelling and Vocabulary 
but explain small amounts for Reading (13.3%) and Thinking Level 
(11.8%). As in the previous hypothesis, Fep has negative 
association with the four dependent variables and Mep has positive 
association with all but one (Thinking Level) of the dependent 
variables. The association for Fep and Strethl is in the same
direction - negative - for all the four dependent variables. With 
Mep and Streth2 the picture is confused. There is negative 
association between these two independent variables on the one 
hand and and Vocabulary and Thinking Level on the other. For 
Reading and Spelling, the two independent variables have a 
mutually opposing association. The size of the coefficients is 
not large, the largest being 0.6367 for association between 
mother's ethnic pride and Reading. On the basis of these results, 
the conclusion is that the hypothesis is not supported.
Hypothesis Thirteen is about association between parental 
approval of the academic curriculum and children's achievement.
The results under this hypothesis are reported in Table Fifteen a 
and b. Formal curriculum is defined as consisting of Language, 
Maths, Reading, and Topic. These four represent the relevant 
independent variables. From Table Fifteen a, it can be seen that 
apart from one or two very small relationships, there is no 
relationship among the variables. The independent variables do 
not explain any variance for Reading and Vocabulary but explain 
13.5% of the variance for Spelling and 30.1% for Thinking Level. 
The coefficients are not very large, the largest being for a 
negative association between parental approval of Reading and 
Thinking Level (-0.4668). Ten of the sixteen coefficients are 
negative. The result concerning Thinking Level is the only one 
reaching 5% level of significance, although the relationship among 
the variables is still negative. This result again confirms the 
trend established in some of the previous results regarding the
importance of Thinking Level as a dependent variable. Having 
stated that, it is -also important to reiterate that, in line with 
the rigorous criterion for judging the results, there are no 
grounds for treating the result as other than a suggestive trend.
Hypothesis Fourteen is about an association between children’s 
personal satisfaction with the academic curriculum and their 
achievement, The definition of the academic curriculum is the same 
as stated previously. The results under this hypothesis are 
presented in Table Sixteen a and b. It can be seen from Table 
Sixteen a that there are no associations among the variables 
except a small correlation of 0.50 between two independent 
variables - Personal satisfaction with Language and Reading. The 
four independent variables fail to explain variance in any of the 
dependent variables. The variance explained for Thinking Level is
0.9 %• This is minute and can be safely ignored. The 
coefficients are not very large, the largest (0.3003) being for a 
positive association between personal satisfaction with Topic and 
Spelling. The positive and negative directions of the 
coefficients are evenly divided making the picture quite confused. 
However, the small size of coefficients, coupled with lack of any 
variance explained, mean that there are grounds for rejecting the 
hypothesis.
Hypothesis Fifteen is about association between parental approval 
of Gujarati and children's achievement. The results for this 
hypothesis are presented in Table Seventeen a and b. There is no
relationship among the variables except a very minor one, between 
Personal satisfaction with Gujarati and Spelling. This is -0.30. 
This independent variable does not explain any variance for 
Reading, Vocabulary and Thinking Level and in case of Spelling, 
explains a very small amount (5.8%). The coefficients are very 
small, the largest being for a positive association between 
Parental Approval of Gujarati and Spelling (0.3002). Two 
coefficients are positive (for Spelling and Vocabulary) and two 
are negative (for Reading and Thinking Level). Because of the 
small size of coefficients and negligible amount of the variance 
explained, the hypothesis cannot be sustained.
Hypothesis Sixteen relates to association between the 
Instrumentality of Gujarati and children's achievement. The 
results concerning this hypothesis are presented in Table Eighteen 
a and b. There is only one small relationship among the 
intercorrelations in Table Eighteen a. This is for 
Instrumentality of Gujarati and Thinking Level. The correlation 
is 0.30. The independent variable does not explain any variance 
for Spelling and Vocabulary but explains small amounts, 1.7% for 
Reading and 10.7% for Thinking Level. The coefficients are small, 
the largest being for a negative association between 
Instrumentality of Gujarati and Thinking Level (-0.3718). With 
three positive coefficients and one negative one, there is an 
underlying trend for a positive association but the results do not 
provide support for the hypothesis.
Hypothesis Seventeen is about an association between 
Instrumentality of the academic curriculum and children’s 
achievement. The results under this hypothesis will be found in 
Table Nineteen a and b. The intercorrelations among the variables 
are not high, the highest being -0.53 between the instrumentality 
of reading and language. This may appear a little surprising but 
it is important to bear in mind what the language variable stands 
for. For School A, it means Language/story writing and, for 
School B, it means Your Own Writing. It can be seen that the 
negative association is not so much between reading and language 
but between reading and writing. The four independent variables 
do not explain any variance for Vocabulary but explain 10.7% of 
the variance for Reading, 12.5% for Thinking Level, and 28.1% of 
the variance for Spelling which is also significant at 5% level. 
This result also needs to be subjected to the same rigorous 
criterion applied to similar results earlier. One brief point, 
however, may be in order. It is this. Not only this is the only 
occasion when the independent variables have explained sizeable 
variance in Spelling, the variables involved are all derived from 
the school curriculum. In other words, there is here a fit 
between the school-related nature of the dependent variable and 
aspects of the school curriculum. Overall, the trend in the 
results is for a negative association. In view of this and 
despite the result for Spelling, the hypothesis is not supported.
Having considered the hypotheses sequentially, it may now be 
appropriate to make a general statement about theory - evidence
relationships. It will be recalled from Chapter Three that the 
main features of the theory concerned association with pupil 
achievement of the following:
1. Parental influence.
2. Strength of own-culture orientation.
3. Instrumentality of the school curriculum.
Also, the effect of teacher (and therefore school) on pupil 
achievement was postulated as supportive of the parental 
influences. Hypotheses 2, 4, 6, 8, 10 and 12 examined such a 
relationship. The results indicate some trends which are now 
selected for comment.
The first trend to note concerns one of the four dependent 
variables. It seems that Thinking Level stands out as the 
variable for which variance of a good size has been explained by 
some of the independent variables. This has been the case with 
three of the five results which reached 5% level of significance. 
It will be recalled that this variable had a sound empirical basis 
in a comparative study of Thinking Level of Hindi-speaking and 
Swedish-speaking children of primary school age. The results 
reported in this chapter indicate that this measure has potential 
as an achievement variable in studies concerned with Gujarati 
children and children of other comparable backgrounds.
The second trend to note concerns independent variables. It 
appears that the variable operationalized as parental 
encouragement by assembling some of the constructs from 
achievement grid on a priori grounds appeared to explain variance 
of a decent size at least in one case.
The third trend concerns strain variables which were a device for 
considering the differences between perceptions regarding the home 
influences and teacher influences. It appeared that the variables 
operationalized as strain relating to direction and encouragement, 
again derived from the grids data, explained a good amount of 
variance in a dependent variable.
The fourth, and final, trend to note is for the independent 
variables relating to the school curriculum. Constructed from the 
grids data, the independent variables concerning parental approval 
of academic curriculum and children's perceptions of the 
instrumentality of the academic curriculum provided a fair amount 
of variance in a dependent variable. These trends point to a good 
number of possibilities in connection with use and development of 
dependent and independent variables in studies of educational 
achievement.
To conclude this chapter, the main points might be summarised as 
under. An early indication through intercorrelations indicated 
that the relationships between dependent and independent variables 
were weak. While the results produced artifacts explainable by
sampling fluctuations in a group this size, in general the 'middle 
range' theory presented in Chapter Three was not sustained. The 
data were not sufficiently strong to meet the assumptions noted 
earlier with regard to Ordinary Least Squares regression. The 
additivity assumption of the regression model was tested by using 
six interaction variables. This analysis also failed to explain 
variance in the data, thereby ruling out the role of 
multiplicative effects in the results. The concluding section of 
the chapter highlighted four notable trends emerging from the 
results.
Chapter 6
Achievement, Culture, and Curriculum
This chapter is organised as under. A brief introduction 
reiterates the assumptions underlying the Indscal procedure, from 
the group of techniques relating to multidimensional scaling 
(MDS), for the analysis of grids data. It will be recalled from 
the Chapter on Research Procedures that Repertory Grid technique 
has been used in this research for two purposes. One purpose has 
been to develop independent variables which operationalized the 
theoretical concepts from the ’middle range' theory presented in 
Chapter Three. The second purpose has been to focus on the 
individual in line with the idiographic approach adopted in this 
research. Multidimensional scaling, especially the Indscal 
procedure, enables this kind of scaled data to be analysed in a 
way that recovers maximum amount of variation in the data in the 
form of interpretable dimensions in successive 'solutions'. In 
this chapter, this technique is used for two forms of analysis:
(1) to analyse the achievement, culture and curriculum grids for 
interpretable dimensions; and (2) carry out 'pseudo-subjects' 
analyses. The latter form of analysis treats a set of grids as 'a 
pseudo-subject', e.g. Hindu boys in School A. Such an analysis 
makes it possible to look at differences between these groups in
terms of 'dimensions'. There are six 'pseudo-subjects': (1)
Hindu boys in School A (N = 8), (2) Hindu Girls in School A (N = 
3), (3) Muslim boys in School A (N = 2), (4) Muslim Girls in 
School B (N = 8), (5) Hindu boys in School B (N = 5), (6) Hindu 
Girls in School B (N = 4). There were no Gujarati Muslim children 
in School B.
Indscal analysis enables representation to be made of the 
proximity data relating to elements and constructs in grids. The 
proximity/distance data are essentially ordinal in nature and this 
feature is preserved in the basic nonmetric MDS model. The 
selection of this procedure necessitates acceptance of certain 
assumptions which may now be stated. It will be recalled from the 
account of data collection in the chapter on Research Procedures 
that subjects were asked to complete grids in a one-to-one 
situation by ranking each element in turn along bi-polar 
constructs, (e.g. from insists that I work hard to Does not 
insist that I work hard in a sequence from construct one to ten. 
The proximity/distance is quantified as from 1 to 5 and represents 
a monotone or ordered function of distance in space. Each grid is 
thus unique to the individual subject. The analysis of thirty 
grids together enables recovery of structure from this complex 
data matrix. The basic assumption is that there is a set of 
dimensions common to all subjects in which the n subjects or 
stimuli may be represented but the distances between points in 
that space differ from subject to subject according to the 
importance or salience attached to each dimension by a particular
subject. Pseudo-subject is a device for meeting the substantive 
concern which may be caused in the event of any idiosyncracies in 
the grids as a direct consequence of salience attached to 
dimensions by individuals. By bringing together a group of 
subjects or stimuli or any other input on the basis of some 
substantive criterion, the device seeks to provide a generalised 
view of the salient dimensions. Also, there is a strong 
assumption that there is Ma direct correspondence between the 
properties of the empirical system and the numerical measurement 
system1' (Coxon, 1982, p. 4), that is the aim of the analysis is 
to see that the dimensions obtained reflect the perceptions of the 
subjects accurately. It is further assumed that the distances 
between pairs of points in the solution space are ordinally 
related to (dis)similarities between corresponding pairs of points 
in the data. The grids data in this research satisfy this 
requirement and therefore nonmetric scaling is considered 
appropriate. J. Douglas Carroll (in Schiffman, et. al., 1981) 
points out the dimensional uniqueness of the solution emphasising 
that Indscal solutions are assumed to correspond to fundamental 
processes. This dimensional uniqueness also means that any 
rotation or transformation is not only not advisable, any such 
attempts can change the solution in an essential way. Continuing 
on the point of validity of Indscal solution, Wish and Carroll 
(1974, p. 455) stress that its validity derives from its specific 
feature that "orientation of axes is not arbitrary". However, as 
Coxon (1977) has pointed out, little is known about sampling 
properties of almost all MDS models and procedures. He suggests
that "MDS procedures should therefore be used with the caution one
reserves for any very powerful but unfamiliar procedure." (p.
159). The discussion in this chapter is based on this caution and 
is aimed at bringing out the major advantages of the procedure.
This part of the analysis is restricted to recovery of the data 
in a two dimensional solution. This decision was based on the
size of the data set and its major consequence in terms of loss of
degrees of freedom. Analysis in more than two dimensions, because 
of such a loss, creates the situation where the picture becomes 
more complex but is based on less data. Thus, this decision is a 
departure from Osgood's well-known contention that most people 
perceive the world around them in three dimensions. That, the
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restriction of solution to two dimensions was an exercise in 
caution can be judged from the amount of variance accounted for 
(not very large in most cases) and high 'stress' values (which 
indicated a poor fit). In theory, two dimensions are capable of 
providing a fourfold division of the cases: those to whom both
dimensions are salient, those to whom neither are, and those to 
whom first or the second dimension is salient. Thus, a 
descriptive purpose can still be served by using not more than two 
dimensions. This is not the strategy used as 'pseudo-subjects' 
analysis has more to commend itself. MDS works by first producing 
a configuration in which points are arranged randomly. The rank 
order of distances between these points is compared with the rank 
order of the original proximity data. It is at this stage that 
configuration is adjusted to reduce 'stress’. 'Stress' is the
value which shows the relationship between these two orderings. A 
high ’stress’ value would suggest that the the proximity data are 
randomly distributed. The interpretation and description of the 
dimensions is conducted by regarding the ’stress’ value as a point 
of reference. The plots of two dimensional solutions are numbered 
Figure 1 to Figure 14 and will be found at the end of this chapter 
from page 231 to page 247.
The Achievement Grid
The Indscal solution for constructs in the achievement grid is
now described. This is presented in Figure 1. The final
configuration in two dimensions accounted for 45% of the variance
and the stress value was 0.67. This is rather high indicating a
poor fit. In view of this, the discussion of the two dimensions
may be regarded as a very useful indicator of the main trends in
the data, which, nevertheless, remain of considerable interest.
In the first dimension, two constructs appear at the opposite
ends. Spends money on my education appears at the positive end
and Asks me about my school work is at the negative end. This
provides a very interesting contrast in parental behaviour.
Parents who spend money on their children’s education are seen as
a class on their own. This really means spending on
education-related items like stationery, books to work from at
home, encyclopaedias, dictionaries, and so on. In most cases,
parental spending on these items reflects their own views of what
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children should be doing of educational nature at home, and at
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school. The opposite characteristic noted is not asking about the 
child’s school work. When parents spend money on education, they 
probably feel sufficient ease of conscience on the basis of having 
discharged their responsibility with the implication that they 
needn’t do anything further like expressing interest in school 
work. While such an attitude may indicate complacency on the part 
of the parents, there is a possibility that the approach to 
education is consumerist. Parents, as consumers, buy the 
commodity called education (through their chosen spending 
activities) and expect return, satisfaction, etc. on that basis. 
Having made the purchase, in this sense, removes the obligation of 
emotional or affective investment on top of financial investment. 
From the point of view of Asian parents, the problems associated 
with taking interest in their children’s education are at least 
three. One is that whatever educational experience parents have 
servefas a yardstick for judging the children’s experience. This 
invariably leads to a negative evaluation or a feeling of 
incomprehension or both. The changes in approaches to teaching, 
to children, and to the school curriculum ensures that contrasts 
will occur in two sets of educational experiences. Second, the 
complexity of the school curriculum which, in most cases, goes 
beyond the basics, is a deterrent which prevents parents from 
making a detailed response to it. Third, and most important, when 
the school attempts to educate the child to bring out his full 
potential, the parental view of obtaining education in relation to 
ambitions like obtaining a qualification in medicine and other 
professional qualifications, rules out much of the progressivism
implied in educating to realise full potential. The polarisation 
implied in the first dimension suggests that it might be 
appropriate to name it Parental Role, with the two ends named 
Active and Passive.
In the second dimension, three constructs make up the positive 
end. They are Tells me what to do, Insists that I work hard, and 
Is pleased with my success. At the opposite end, three constructs 
appear to form a cluster, the others being on the periphery. The 
cluster is: Gives me encouragement, Takes interest in me, and Has
high hopes for my education. The second dimension relates to 
socialisation style which parents appear to adopt. This is 
characterised by clear direction, insistence on hard work and 
encouragement. The first feature probably suggests that parents 
are using their model of educational experience as an influence 
over their children. This is reinforced by insistence on hard 
work which again may be straight from parents' own educational 
experience. In this interpretation, the role of encouragement 
parents provide is that of softening up the hard discipline 
implied in direction and insistence. The most crucial point about
this end of the dimension is that it relates to what parents
ex
expect the children to be doing in school on daily basis. In
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other words, the emphasis is on orientation to the present. In 
contrast, the three trend-setting constructs at the opposite end 
of the dimension are Gives me encouragement, Takes interest in me, 
and Has high hopes for my education. The expression of interest 
and encouragement point to a very diffuse and open-ended nature of
children’s socialisation. There are no pre-set norms of the sort 
implied in direction and insistence on hard work. The interest in 
child is per se; and encouragement also implies open approval for 
everything the child does. Having high hopes for children’s 
education, again remains sufficiently vague to be a part of this 
open-ended approach to socialisation. Thus, we have a 
Socialisation dimension with the two ends which might be 
appropriate to name Directive and Non-directive.
Elements in Achievement Grid
Before describing the analysis of elements in the achievement and 
culture grids, it ought to be stressed that elements are a less 
important part of this analysis. Elements represent the subject's 
phenomenal world as it exists (parents, teachers, and so on). It 
is the differences in the perceptions of the phenomenal world in 
terms of the individual configuration of constructs which make up 
a system and which are of central interest. The elements would no 
doubt acquire special significance in the context of the 
curriculum grid. This is for at least two reasons. The first 
reason is the obvious one - that the school curriculum is 
conceptualised in different ways by the two schools as has been 
noted in the chapter on Research Procedures. The analysis of 
curriculum elements, thus, relates to Gujarati children's 
perceptions of such conceptualisation. Second, although having 
the status of elements in relation to achievement- related 
constructs, there is a sense in which these elements themselves
may be regarded as constructs of the aspects of curriculum. As 
was noted in Chapter Four, elements like Topic, Assembly, 
Religions, Visits, work with tv/tape recorder, your own writing, 
are defined by the school.
The two dimensional solution for elements in the achievement grid 
will be found in Figure 2. This configuration provides a view of 
the children's social world. In the first dimension, male and 
female cousins are at the positive end and father, mother, and 
grandmother are at the negative end. This may be described as 
Generation dimension with the two poles named Own Generation and 
Older Generation.
In the second dimension, brother and sister are at the positive 
end and grandfather, teacher, uncle, aunt, and Priest or Imam are 
found at the negative end. The central theme in this dimension 
appears to be relationships. At one end are close relations of 
the same generation like brother and sister. At the other end, 
there is a mix. Some persons in that group provide a marked 
contrast as belonging to a different generation from the child, 
e.g. uncle and aunt. There are others (e.g. teacher, priest or 
Imam) whose relationships with the child are a product of social 
definitions. Grand father, too, provides the generational 
contrast. A characteristic feature of this variety of 
relationships is the distance. Blood relations are closer to the 
child than those which are products of social definition and 
therefore at varying distances in relationships. In view of this,
the second dimension may be named Relationships with the two ends 
named Close and Distant.
Constructs in Culture Grid
The two dimensional solution for the culture grid accounted for 
21% of the variance. The stress value was 0.46. It may be noted 
that this value is identical to that for the achievement grid and 
therefore the same remark about the poor fit applies to this grid 
as well. The solution will be found in Figure 3. In the first 
dimension, two constructs may be identified at the positive end. 
They are: Wants to go to India for a holiday and Reads Gujarati
newspapers/magazines. At the opposite end of this dimension are: 
Likes eating Indian sweets, Likes eating Indian food, and Likes 
Hindi/Gujarati films. This dimension is concerned with three of 
the main aspects of culture - attachment to area of origin, food 
habits, and language. The positive end identifies the specific 
features of culture which are retained or appear to be surviving. 
The constructs at the negative end refer to those aspects of 
culture which give way or lose in significance as a consequence of 
acclturative press. Among these may be counted food habits as 
well as language-based entertainment. This dimension may simply 
be named Culture with the two ends named Retention and Loss.
In the second dimension, four constructs may be identified at the 
positive end. They are: Is proud of being a Hindu/Muslim, Spends
time on Hindu/Muslim worship daily, Celebrates Hindu/Muslim
festivals, and Likes to speak Gujarati. At the negative end, 
there is only one construct: Likes wearing Indian dress. Out of
the four constructs at the positive end, three relate to religion. 
The practice of religion orders life with guidance about the 
conduct of daily life (e.g. injunctions about ritual bath, 
frequency of prayers during the day, avoidance of taboo foods, 
fasting, etc.). These are symbolic acts which represent values 
and philosophical beliefs and thus represent a continuum of 
meaning from concrete and literal to abstract and symbolic. 
Fasting, in a religious context, for example, has a variety of 
interpretations put upon it in all religions. Language, too, is 
used by humans for social communication in very concrete 
interactional situations, and at a higher level, to feel and 
convey abstract thoughts. The construct at the negative end 
relates to habits of dress. Of all ethnic styles of dress from 
Asian cultures, perhaps the sari is the most well-known. The 
aesthetic appeal of this garment has meant that it is increasingly 
worn by women to indicate their fashion sense rather than as a 
mark of traditionalistic attitude. Instances of this may be found 
inside and outside of Asian cultures. Bengali Muslim women, for 
example, have adopted sari as their dress rather than the more 
traditional veil. English women have also occasionally adopted 
sari as a garment and female English teachers in multicultural 
schools try it on, especially when the classes are celebrating 
Diwali. Conversely, as the traditional dress becomes vulnerable 
to change in an urban, competitive society, this dress habit is 
discarded as well. Sari and other forms of traditional dress may
be seen as cultural symbols of a very restricted range of
meanings. Primarily used to convey a sense of traditionalism,
increasingly, this sense loses its force if a person does not hold
to or express traditionalistic views through other means. Then it
simply becomes a matter of dress habit and dress sense. Also, an
individual may selectively resort to traditional dress as a marker
of ethnicity. This happens in situations in which there is no
threat on the basis of ethnicity and where ethnicity is seen as an
asset. This attitude to traditional style of dress indicates that 
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it remains.predominantly outward, concrete symbol. On this basis, 
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this dimension may be named Symbolism with Abstract being at the 
positive end and Concrete at the negative end.
Elements in Culture Grid
The two dimensional solution for elements in culture grid will be 
found in Figure 4. This analysis provides another opportunity to 
view the way in which the children’s social world is ordered, this 
time in relation to the two dimensions noted in the preceding 
section.
In Dimension One, at the positive end are found grandparents and 
priest/ Imam. At the negative end are found mother, aunt, male 
cousin and brother. The difference between groups of people here 
is not just on generational lines. In fact, at the negative end, 
there is a generational mix. In particular, grandparents are one 
generation which may be said to represent values, very likely,
different from the younger and subsequent generations.
Priest/Imam, as a religious teacher and authority stands in Asian 
cultures as upholder of traditionalistic beliefs and values. This 
dimension, therefore, may be named Attitudes, with positive end 
described as Traditional and negative as Contemporary.
In Dimension Two, Father and uncle are found at the positive end 
and sister and female cousin are at the negative end. In terms of 
this pairing, this dimension may be regarded as concerning 
Generation with Older and Younger representing positive and 
negative ends.
Constructs in Curriculum Grid for School - A
The two dimensional solution for this grid will be found in 
Figure 5. In Dimension One, there is one construct - Keeps me out 
of trouble. This indicates that curriculum is not perceived as 
exciting or challenging in any way. Its only merit is seen as 
occupying pupils (gainfully!). At the negative end, too, there is 
one construct - Is interesting to me. The indication of interest, 
conveyed at this end of the dimension is entirely opposite of the 
luke-warm enthusiasm implied at the other end. On this basis, 
this dimension may be named Interest with Lacking in Interest at 
the positive end Interesting at the negative end.
In Dimension Two, there are two constructs at the positive end. 
They are: Is difficult for me and Gives me a chance to work on my
own. These two constructs express the judgement on the curriculum 
which refers to the situation of the child from learning point of 
view. They are both time -related and focus on pupil’s present 
situation. The appreciation of ease/difficulty is in terms of 
what a person can do. The second construct at this end emphasises 
social-interactional aspect of the learning situation and can be 
regarded as relating to cognitive independence. The central idea 
here seems to be definitions of the self - in relation to the 
subject matter of learning (evaluated as easy/ difficult) and in 
relation to the social nature of some the educational activities. 
These self-definitions, it must be stressed, are seen in the daily 
existence in the classroom. At the other end of the dimension are 
three constructs relating to the instrumentality of the curriculum 
for higher education, for a good job and for achieving pupil 
ambition. Two other constructs relate to the realization of 
pupil’s potential and parental approval. These judgements about 
the instrumentality indicate a long-term view just as parental 
approval does. Also, the realization of potential is time-bound 
concept. Realization of potential can take any length of time, 
including probably the best of a life span. Thus, the emphasis 
here is on longitudinal thinking about pupil’s abilities, and a 
time dimension is implied by the constructs at this end. This 
dimension may be named Relevance with Present at the positive end 
and Future at the negative end.
Elements in Curriculum Grid for School A
It was contended earlier in the chapter that elements in 
curriculum grids for the two schools ought to be regarded as 
constructs of the school curriculum because of their 
school-specific nature as well as the particular definitions which 
were given to them. In view of this, the account provided in the 
chapter on Research Procedures of the curriculum provides useful 
background for examining Gujarati pupils’ perceptions of it.
The two dimensional solution is presented in Figure 6. In the 
first dimension, there are two elements at the positive end: 
religions and Gujarati. In contrast, at the negative end are to 
be found Fletcher maths, topic, art, and visits. In School A, the 
multicultural composition of the school is reflected in the 
multi-faith assembly predominantly. However, as already noted, 
assembly provides a particular channel of expression for a variety 
of approaches to different religions. When evaluating an element 
like this, pupil judgements are not only directed at the content 
but the form it takes as well. To the extent that there is an 
element of open-endedness about school assembly as "a corporate 
act of worship", it is certainly likely to afford scope to 
children for the study of their own religions as an extension of 
this activity. Gujarati, though not a subject within the school 
curriculum, is recognised both as a language and as a descriptor 
of ethnicity in this school as would be the case in most 
multicultural schools. It is possible to suggest on this basis
that the pairing of religions with Gujarati indicates own-culture 
orientation. In contrast, Fletcher maths, topic, art and visits 
all represent ways of knowing and understanding the dominant 
culture in different ways. This end of the dimension may be 
regarded as concerned with a move away from own culture. This 
dimension may be named Orientation with Own-culture forming the 
positive end and Dominant Culture forming the negative end.
In the second dimension, language/story writing, reading and 
poetry are found at the positive end. The negative end is made up 
of assembly, PE/ games, and drama. The subjects at the positive 
end require varying levels of language and literacy either 
naturally developing in children or as taught in school. In 
contrast, the subjects at the negative end relate to skills 
children develop or are taught at school. On this basis, this 
dimension may be named Content with Academic and Non-academic 
being the opposite ends.
Constructs in Curriculum Grid School B
The two dimensional solution for analysis of constructs in 
curriculum grid for School B accounted for 47% of the variance 
(R-squared = 0.4778). The ’stress’ value of 0.69 indicates a poor 
fit. This analysis is presented in Figure 7.
In Dimension One, three constructs appear at the positive end. 
They are: Will help me in my ambition, Will help me to get a good
job, and Will help me to get into higher education. There is an
additional construct - Meets with my parents1 approval - which 
appears to be on the periphery of the positive end of this as well 
as the second dimension. At the negative end, there are three 
constructs: Keeps me out of trouble, Gives me a chance to work on
my own, and Is interesting to me. One construct - Is useful to me 
- appears at the periphery of this dimension at the negative end 
and in a similar fashion at the positive end of the second 
dimension. The constructs at the positive end indicate the 
valuation of the curriculum in terms of the rewards it might 
bring, in connection with job, ambition and higher education. In 
contrast, at the negative end, the valuation of the curriculum is 
directed to its very nature, i.e., interest, usefulness, cognitive 
autonomy, etc. This dimension may be named Benefits of the 
curriculum with the two ends named Extrinsic and Intrinsic, 
running from high to low.
In the Second Dimension, one construct appears at the positive 
end: Brings out the best in me. However, two other constructs
are also on the periphery. They are: Meets with my parents’
approval and Is Useful to me. At the opposite end, there is only 
one construct: Is difficult for me. This dimension is also
concerned with the nature of the curriculum but the emphasis is on 
its appropriateness, usefulness, and difficulty. This is in 
contrast with the judgement about it being difficult, i.e., if not 
well beyond pupils’ abilities, still stretching them. This 
dimension may be named Judgement about the Curriculum with the two
ends named Appropriate and Inappropriate, running from high to 
low.
Elements in Curriculum Grid School B
Now we consider a similar analysis for School B. This is 
presented in Figure 8. The two dimensions accounted for 46% of 
the variance in the data (R-squared = 0.4695). The ’stress' value 
is 0.68. This value is rather high and the content of the 
dimensions should therefore be regarded as suggestive. In the 
first dimension, there are two elements at the positive end. They 
are (1) work with tv/tape recorder and (2) maths. As has already 
been noted, in School B, television and tape recorders are used 
very much as a means and media, the emphasis being on providing 
'open-ended structures’ in which children can develop their 
particular abilities in language, science, maths, etc. This is 
seen as complementary to the other aim of the curriculum, that of 
consolidating basic skills of literacy and numeracy. This may be 
contrasted with the elements which appear at the opposite end.
They are: assembly, PE, and drama. These are all group
activities which rely upon the structures and organisation 
provided by the teacher. These structures, it should be 
emphasised, are socially-constructed. They are the products of 
teacher’s own training, the consensus in school about the nature 
and utility of the activities, and a general consensus about what 
constitutes physical education, drama, etc. The contrasts between 
two sets of elements are very much in terms of the nature of
’structures’ - whether they are individually defined or socially 
defined. One further element, which appears at this end is 
Gujarati. While Gujarati is not a part of the school curriculum, 
the nature of Gujarati children speak at home or learn in a 
supplementary school context, again, is likely to be heavily 
influenced by definition of Gujarati which is not the learner’s 
own. The language spoken at home typically reflects the preferred 
variant of Gujarati based on parents' caste and regional origin, 
further modified by parental educational background. The language 
taught in suppelementary school is the product of decision taken 
by teachers in those schools about minimum standard of achievement 
to be reached by pupils. This actually implies a major constraint 
on the teachers. They cannot take the standard Gujarati spoken in 
Gujarat as their only norm and have to be prepared to modify the 
norms of achievement in the context of a foreign learning 
environment. This suggests that social construction of Gujarati 
language also becomes related to the social construction of other 
aspects of schooling and the contrast in structures thus persists. 
It is possible to go beyond the idea of structures as a common 
theme running through these elements and suggest that expression 
within the structures make up the common theme. On this basis, 
this dimension may be regarded as relating to Expression with 
Abstract and Concrete forming the two ends.
In the second dimension, three elements are found at the positive 
end. They are: quiet reading, handwriting, and your own writing.
A common feature of these three elements is that they represent
rule-governed activities. Reading is a product of rules learnt 
about how sounds of the English language come together to form 
words. Recognition of sounds plays a basic part but the 
super-structure of reading activity indicates understanding and 
implementation of rules of word formation and sentence 
construction. The rules of writing, not only derive from the 
basic grammar of the language, but also relate to conventions 
about style. Handwriting is not only an exercise in legible 
presentation, the particular styles and conventions about joining 
letters, for instance, reflect its rule-governed nature. At the 
opposite end are three elements: art, topic, and dance. Art and
dance represent creative expression and provide the practitioners 
with basic 'language1 for such expression. The scope afforded to 
'creativity' in these modes of expression can move the 
practitioner away from 'rules' and make the activity 'open-ended' 
as well as informal. Topic work, as conceived in most schools, 
including Schools A and B, is conceptualised as cross-subjects 
work. While traditional subjects like history, geography, and 
science, provide the basic discipline for the pupils, the emphasis 
is never on studying the subject for its own sake. There is thus 
a necessary ambiguity about Topic as a curriculum subject. On the 
one hand with its basis in history, geography and science, it can 
be regarded as part of academic curriculum as for instance is the 
case in this research. On the other hand, the open-endedness of 
content, presentation and expression it can allow for does not 
make it rule-governed. It allows for a degree of informality, 
e.g. at the stage of topic selection, and the manner in which it
shall be presented as a completed product. In view of this, the 
second dimension may be named Curriculum with the two ends named 
Formal and Informal.
Pseudo-subjects Analysis
We now turn to a consideration of the results of the 
pseudo-subjects analysis. At the outset, attention must be drawn 
to the impossibility of obtaining sampling variability in a group 
of thirty subjects. As has already been pointed out, very little 
is known about sampling properties of MDS models and solutions. 
What the pseudo-subjects analysis achieves is, like any other 
forms of INDSCAL analysis, the recovery of maximum variance in the 
form of interpretable dimensions. The discussion which follows 
provides a descriptive view of the data and also information about 
the salience of the dimensions for each r . pseudo-subjects 
Continuing on the point of sampling, it needs to be stressed that 
the evidence where group size is N = 8, i.e. Hindu boys and 
Muslim girls is certainly on a much stronger basis than the 
evidence relating to the other four pseudo-subjects. The plots 
indicating the placing of the six pseudo-subjects on the two 
dimensions will be found in Figures 12, 13» and 14.
The Achievement Grid
This analysis accounted for 45% of the variance (R-squared =
0.4516). The stress value is 0.67. This is very high and points
to the possibility of distributions in the data being random. 
This analysis is presented in Figure 9. In the first dimension,
encouragement, Has high hopes for my education, Takes interest in 
me, and Is pleased with my success. At the opposite end, there is 
only one construct: Punishes if I do not do well. Emphasis at
the positive end is on the support parents are perceived as 
providing. This may be contrasted with the theme of punishment 
which is certainly an antithesis of support. This dimension may 
be described as Achievement Socialisation and the two ends may be 
named Supportive and Unsupportive.
In the second dimension, two constructs appear at the positive 
end. They are: Insists that I work hard and Tells me what to do.
The emphasis here seems to be on the pressure being exerted for 
hard work and for particular action or behaviour. At the opposite 
end are Asks me about my school work and Tells me what I should 
be. The suggestion here is that of interest in school work and 
some direction about future. The two constructs certainly do not 
emphasise pressure. This dimension may be described as relating 
to Influence. This is characterised by the two ends which may be 
named Pressure and Lack of Pressure.
Now we consider differences among groups. Bearing in mind the 
point made about the size of the groups which constituted each 
pseudo-subject, we can begin by considering which dimensions are 
salient for Hindu boys and Muslim girls. It appears that
four constructs are located at the positive end.
dimension two relating to Influence indicating Pressure and Lack 
of Pressure is salient for these two larger groups as well as for 
Hindu girls, all the three groups being in School A. This 
indicates that there are no differences based on religion and to a 
lesser extent on sex, that is parental influence as consisting of 
pressure for achievement (or lack of it) is common to all Gujarati 
children at least in School A. It appears that dimension one - 
Achievement Socialisation - is salient for boys and girls in 
School B. This means that there are no sex differences with 
regard to achievement socialisation for children in School B. The 
question of differences based on religion does not arise for these 
two groups, there being no Gujarati Muslims in School B. Both the 
dimensions appeared to be salient for one group - Muslim boys. 
Bearing in mind that there were only two subjects in this 
’pseudo-subject', it is not necessary to pay further attention to 
this part of the result. The pressure dimension establishes its 
importance in this analysis as it has appeared to be salient for 
the largest two groups in School A. In contrast, Parental Support 
or the Lack of it was a salient dimension for the two groups in 
School B. These two dimensions separate the two schools and point 
to the importance of school differences.
The Culture Grid
The two dimensions in this analysis account for 48% of the 
variance (R-squared = 0.4819). The 'stress' value is 0.69. This 
is rather high and indicates a poor fit between the model and the
data. This result is presented in Figure 10. In the first 
dimension, two constructs are located at the positive end. They 
are: Likes Indian sweets, and Likes Hindi/Gujarati films. At the
opposite end are three constructs: Likes to speak Gujarati,
Spends time on Hindu/ Muslim worship daily, and Reads Gujarati 
newspapers/magazines. The positive end of the dimension relates 
to food habits and entertainment while the negative end relates to 
own language in written and spoken form and religion. The 
dichotomy within aspects of culture is very clear here. This 
dimension may be named Culture with division in terms of Popular 
and Traditional, running from retention to rejection in each case.
In the second dimension, two constructs are located at the 
positive end. They are: Likes wearing Indian dress and Likes
eating Indian food. At the opposite end are three constructs: Is
proud of being a Hindu/ Muslim, Celebrates Hindu/Muslim festivals, 
and Wants to go to India for a holiday. The three markers of 
culture, religion, food habits and dress come together in this 
dimension. At the positive end, the emphasis is on secular 
experience of culture and this can be contrasted with the 
experience of religion which is prominent at the opposite end.
This dimension may be named Attitudes with the opposite ends named 
Secular and Religious and running from positive to negative.
Now we consider the salience of the two dimensions for the six 
pseudo-subjects. First on the basis of the numbers comprising 
individual pseudo-subjects, it can be seen that Dimension Two -
Secular and Religious Attitudes, is on a stronger basis because of 
its salience for Hindu boys and Muslim girls. This also means 
that differences of religion do not seem to be important from the 
point of view of this dimension. Indeed, it does not separate out 
Hindu and Muslim children. However, this conclusion applies to 
School A only. The two dimensions separate out boys and girls in 
School B. In case of the second school the question of 
differences on the basis of religion does not arise as there were 
no Muslim Gujarati children in that school. Dimension One - 
Popular and Traditional Culture - is salient for Hindu girls in 
School B. In contrast, both dimensions appear to be equally 
salient for Hindu boys in School B. To sum up, the two dimensions 
provide interesting contrasts in the cultural experiences of 
Gujarati children in the two schools. The distinction based on 
secular and religious attitudes appears to provide the best 
description.
Curriculum Grid
The two dimensional solution for this grid accounted for 66% of 
the variance (R-squared = 0.6621). The 'stress’ value is 0.81. 
This is the highest value noted in this series of analyses and it 
may be in order to reiterate the point made about the poor fit. 
This result is presented in Figure 11.
In the first dimension, two constructs appear at the positive 
end. They are: Is useful to me and Keeps me out of trouble.
This may be contrasted with one construct which appears at the 
opposite end. It is: Will help me to get a good job. The common
theme in the three constructs is usefulness. At the positive end 
the emphasis seems to be on the present in that the notion of 
avoidance of trouble is time-bound and situation- specific. The 
instrumentality of the curriculum in terms of job prospects 
clearly refers to future and there is no similar indication of 
time constraint. This contrast points to the Usefulness dimension 
with Present and Future forming two opposite ends, running from 
high to low.
In the second dimension, four constructs are located at the 
positive end. They are: Gives me a chance to work on my own, Is
difficult for me, Will help me to get into higher education and 
Meets with my parents' approval. This may be contrasted with the 
three constructs appearing at the negative end. They are: Is
interesting to me, Brings out the best in me, and Will help me in 
my ambition. The theme of this dimension appears to be expression 
of satisfaction with the curriculum. The judgements pertaining to 
higher education and parental approval would suggest a certain 
specificity about this sense of satisfaction. This dimension may 
be named Satisfaction with the opposite ends named Specific and 
General, running from high to low.
Now we move on to the differences among the pseudo-subjects on 
salient dimensions. It appears that Dimension Two - Specific and 
General Satisfaction is salient for the two highest groups - Hindu
boys and Muslim girls, and in addition, is also salient for Muslim 
boys (all in School A). Dimension One, Present and Future 
Usefulness is salient for Hindu girls in School B. This indicates 
that dimension one distinguishes between Schools A and B, and 
between boys and girls in School B. It establishes school 
differences, and to a lesser extent, sex differences. It may be 
concluded on the basis of this discussion that the satisfaction 
dimension comprehensively describes Gujarati children's 
perceptions of the school curriculum.
To summarise, this chapter provided an account of Indscal 
analyses performed on the grids to recover maximum amount of 
variation in the form of interpretable dimensions. Two dimensions 
produced from constructs in the achievement grid were (1) Parental 
Role - Active and Passive; and (2) Socialisation - Directive and 
Non-directive. The analysis of elements in the achievement grid 
produced the two dimensions named (1) Generation - Own and Older; 
and (2) Relationships - Close and Distant. The analysis of 
constructs in the culture grid produced the two dimensions named 
(1) Culture - Retention and Loss; and (2) Symbolism - Abstract
and Concrete. The analysis of elements in „culture grid produced
A.
two dimensions named (1) Attitudes - Traditional and Contemporary; 
and (2) Influence - Male and Female. The curriculum grids for 
Schools A and B were analysed separately as the elements in both
V i -
differed. The analysis of constructs in curriculum grid for
A*
School A produced the two dimensions named (1) Interest - Lacking 
in Interest and Interesting; and (2) Relevance - Present and
Future. The two dimensions produced by the analysis of elements 
in this grid were (1) Orientation - Own Culture and Dominant 
Culture; and (2) Content - Academic and Non-academic. The two 
dimensions produced by the analysis of constructs in curriculum 
grid for School B were (1) Benefits - Extrinsic and Intrinsic; 
and (2) Judgement - Appropriate and Inappropriate. The two 
dimensions produced by the analysis of elements in School B were 
(1) Expression - Abstract and Concrete; and (2) Curriculum - 
Formal and Informal. Pseudo-subjects analysis were carried out by 
forming categories of subjects on the basis of sex, religion, and 
school, six in all. The two dimensions for constructs in H jl. 
achievement grid were (1) Achievement Socialisation - Supportive 
and Unsupportive; and (2) Influence - Pressure and Lack of 
Pressure. The two dimensions in the analysis of culture grid were 
(1) Culture - Popular and Traditional; and (2) Attitudes - 
Religious and Secular. The two dimensions produced by the 
analysis of constructs in curriculum grid were (1) Benefits - 
Present and Future; and (2) Satisfaction - Specific and General.
The variance accounted for in these analyses ranged from 21% 
(’stress' value of 0.46) for constructs in culture grid to 66% 
('stress’ value of 0.81) for the pseudo-subjects analysis of 
constructs in curriculum grid. In pseudo-subjects analysis - the 
salience of Dimension Two appeared to be on stronger basis for 
achievement, culture, and curriculum grids as it related to the 
largest number comprising a pseudo-subject , i.e. Hindu boys and 
Muslim girls (both N = 8), both in School A.
These analyses have been of considerable value in providing
VWl-
description. The high stress’ value of solutions provide^basis 
for regarding the data set as riddled with sampling fluctuations. 
It would be recalled that results of regression analyses reported 
in Chapter Four were shown to be going against the ’middle range’ 
theory presented in Chapter Three. Sampling vagaries were singled 
out as the chief cause producing those results. The amount of 
variance explained in Indscal analyses and 'stress’ values of 
solution provide additional support for the conclusions of Chapter 
Four. In the next chapter, we move on to a detailed analysis of 
the grids of selected 'deviant cases’, i.e. ’overachievers' and 
'underachievers’.
This short section provides explanations of the numbers used in 
plots 1, 2, and 9 relating to constructs and elements in the 
achievement grid.
Constructs Elements
1. Tells me what to do. 1. Father
2. Insists that I work hard. 2. Mother
3. Is pleased with my success. 3. Uncle
4. Gives me encouragement. 4. Aunt.
5. Tells me what I should be. 5. Grandfather.
6. Punishes if I do not do well. 6. Grandmother.
7. Takes interest in me. 7. Brother.
8. Has high hopes for my education. 8. Sister.
9. Asks me about my school work. 9. Male cousin.
10 . Spends money on my education. 10. Female cousin.
11. Teacher.
12. Priest or Imam
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1 ,  A c t i v e  a n d  P a s s i v e  P a r e n t a l  R o l e ,
2 ,  D i r e c t i v e / N o n - d i r e e l i v e  S o c i a l i s a t i o n ,
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D i m e n s i o n  O n e .
F i g u r e  2 .  I n d s c a l  s o l u t i o n  F o r  e l e m e n t s  i n  
A c h i e v e m e n t  G r i d  i n  t w o  d i m e n s i o n s .
1 .  O w n  a n d  O l d e r  G e n e r a t i o n .
2 .  C l o s e  a n d  D i s t a n t  R e l a t i o n s h i p s .
This description provides explanation of the numbers used in plots 
3, 4 and 10.
Constructs Elements
1. Likes eating Indian food. 1. Father
2. Likes wearing Indian dress. 2. Mother.
3. Is proud of being a Hindu/Muslim. 3. Uncle.
4. Likes to speak Gujarati. 4. Aunt.
5. Reads Gujarati newspapers/magazines. 5. Grandfather.
6. Likes Hindi/Gujarati films. 6. Grandmother.
7. Celebrates Hindu/Muslim festivals. 7. Brother.
8. Likes Indian sweets. 8. Sister.
9. Wants to go to India for a holiday. 9. Male cousin.
10 . Spends time on Hindu/Muslim worship daily. 10. Female
cousin. 
,11. Teacher. 
12. Priest or 
Imam.
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Paae 236
XI 0 ~ ’
D i m e n s i o n  O n e ,
F i g u r e  4 ,  I n d s c a l  s o l u t i o n  F o r  e l e m e n t s  i n  
C u l t u r e  G r i d  i n  t w o  d i m e n s i o n s .
1 ,  T r a d i t i o n a l  a n d  C o n t e m p o r a r y  A t t i t u d e s .
2 .  H a l e  a n d  F e m a l e  I n f l u e n c e .
Elements for the curriculum grid are different for the two schools 
and are listed after the constructs. e
This section provides explanation for numbers used in plots 5, 6, 
7, 8 and 11.
Constructs
1. Is useful to me.
2. Keeps me out of trouble.
3. Is interesting to me.
4. Brings out the best in me.
5. Gives me a chance to work on my own.
6. Is difficult for me.
7. Will help me in getting into higher education.
8. Will help me to get a good job.
9. Will help me in my ambition.
10. Meets with my parents’ approval.
Elements for School A and School B.
1. Assembly. Work with tv/tape
2. Language/ 
story writing.
P.E.
3. Fletcher Maths. Assembly.
4. P.E./Games. Maths.
5. Religions. Handwriting.
6. Art. Quiet reading.
7. Reading. Dance.
8. Poetry. Drama.
9. Visits. Your own writing.
10 . Drama. Topic.
11 . Topic. Art.
12 . Gujarati Gujarati.
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Chapter 7
Deviant cases
The purpose of this chapter is to shift the focus of analysis 
from the group to the individual. In order to accomplish this, it 
is organised as under. The nature and purpose of deviant case 
analysis is described first. This is followed by descriptions of 
grids for overachievers and underachievers. In the final section, 
the purposes of deviant case analysis are discussed in fuller 
detail with the help of broad comparisons between the grids of 
over achievers and underachievers.
It will be recalled that the contribution of intelligence to 
children’s achievement has been controlled from the outset. As a 
consequence, the scores on dependent variables signify over- or 
under-achievement on the part of the children. The sum of 
residual scores for each child on the four dependent variables is 
used as a measure to indicate global over- or under-achievement.
On this basis, six subjects who have the highest and the lowest 
residual scores have been placed in the ’high achievers’ and ’low 
achievers’ categories. The deviant case analysis reported in this 
chapter is based on the analysis of three grids each for a total 
of six subjects. The name deviant cases is given to them as they 
illustrate the two ends of the achievement continuum and are
furthest away from the centre.
There are at least three functions of deviant case analysis 
(Denzin, 1978):
(1) to uncover additional and relevant factors; (2) to refine 
the measurement of statistical variables used to locate deviant 
cases; and (3) to provide a whole new theory.
The relevant grids were analysed individually by the principal 
components method using the programme named INGRID developed by 
Slater (1965b), and extended by him (Slater, 1981). The programme 
offers a wide range of procedures for the analysis of individual 
grids. The analyses reported in this chapter are based on it. 
Briefly, this analysis is based on the table of deviations, D, 
which is described in the manual (1981, p. 37) thus: "The
typical entry in it, say the one in row I, column J, is the 
difference between the rating (grade or rank) assigned to element 
J in terms of construct I, and the mean rating of all the elements 
in terms of I. If the grid shows the rating of m elements in 
terms of n constructs, D is a table with n rows and m columns; 
and in every row under every column there is an entry, which is a 
number expressing the mean rating and the rating found for the 
element of the construct concerned." These differences are 
positive or negative depending upon whether the original ratings 
are above or below the mean. The principal components analysis 
accounts completely for the array of deviations D. The components
form an ordered series, each accounting for an independent part of 
the variation from the largest to the least. A principal 
component is completely defined by its latent root, its construct 
vector and its element vector. After the first component has 
accounted for all or most of the variation in D (i.e. the scores 
representing deviations from the mean), the residuals are used to 
compute a second component. In theory, inclusion of ten 
constructs in a grid would imply a ten - dimensional construct 
system. However, as Slater (1981) points out, it is unusual to 
find much variation left in the grids after three components have 
been extracted. In view of the size of the data set, the analyses 
in this instance were confined to two components. The programme 
analyses constructs and elements separately but simultaneously.
The results are, however, put together for ease of consultation 
and the separation in the analysis is indicated by a statement of 
root value under elements and constructs. In addition, the Tables 
also include the size of variation for constructs. The relevant 
listing of the content of principal components in individual grids 
will be found in the statistical appendix at the end of this 
chapter in Table 7.1 to 7.18.
As noted elsewhere, the INDSCAL procedure from the MDS suite of 
programs has been used to perform several analyses of the grids 
data. Among these analyses, there is one described as 
pseudo-subjects analysis. Since that approach to analysis 
provides comparative information about various groupings formed 
for this purpose, no purpose can be served by stratifying the
group again on the bases of religion, sex and school.
However, the six deviant cases are two Hindu boys (School A), two 
Muslim girls (School A), and two Hindu girls (School B), each pair 
falling in overachievement and underachievement categories. To 
preserve the anonymity of the children, they are given fictitious 
names. However, the names reflect true religion and sex. They 
are:
Overachievers: Noori (School A), Shashi (School A) and Meena.
Underachievers: Reshma (School A), Sanjeev (School A) and Neha.
The size of the variation indicates the extent to which the 
constructs are discriminating among the elements. As such it can
be readily seen as a very useful statistic. Slater (1977, p. 13)
has suggested that constructs are operators and elements are 
operands. That is, constructs become a part of the subject’s 
phenomenal world through their identification with individual 
elements. The variation in constructs thus indicates its power of 
differentiating among elements. A high value for variation 
suggests that the construct separates out elements more 
efficiently than a construct with low variation. Slater (1977) 
has expressed the view that in many instances the variation in 
constructs and consequent discrimination among the elements may be 
the most important part of a grid to consider. This may certainly 
be the case in an individual case study. Here we are concerned
with more than one individual, and the purpose of the analysis is 
as stated at the beginning of this chapter. Therefore, the 
approach taken is to use this statistic as a preliminary guide and 
then go on to consider the components in grids in more detail.
The judgements about which constructs and elements in a component 
to choose for comment and interpretation is based on the size of 
loadings. A reiteration of two specific points is in order at 
this stage. One is that in the proximity data contained in these 
grids, nearness to the emergent (and positive) end of the 
continuum of the construct is quantified as 1 and distance is 
quantified as 5. This results in small numerical values 
representing the emergent (and positive) end. The second point to 
make is that the negative signs are a consequence of smaller 
values attached to the emergent pole of the construct. The signs 
have a very important function with regard to elements in that 
they provide the means of separating them. These two features 
need to be borne in mind while considering Tables 7.1 to 7.18.
The two components produced from the analysis of each grid are 
described by selectively noting the loadings relating to 
constructs and elements. A loading is a coefficient of 
correlation between a specific variable and a component and a high 
loading is indicative of the amount of variance of a variable 
which is attributed to a component. It can have descriptive value 
also in that a component can be best described in terms of the 
variables with high loadings. The descriptions which follow are 
based on this approach. In the analysis as conducted, the signs 
of the loadings indicate location of constructs and elements in
components space. The absolute size of the loadings rather than 
the signs they carry provide an appropriate basis for selection 
for comment.
An additional point may also be made now. As already indicated, 
the second component represents the analysis of the residual 
matrix after the first component has accounted for the highest 
amount of variance. This implies that the components are 
orthogonal to each other. However, in some of the analysis to be 
described now certain variables have high loadings on both the 
components. This is interpreted as these variables having 
stronger salience for the subject.
Noori Overachiever Muslim girl Achievement Grid
In Noori's case, the two components account for 54.35% and 19.4% 
of the variance respectively. A third component, not analysed, 
accounts for 10.59% of the variance and the corresponding root is
1.05. A comparison of the values of the root for first component 
with those of the second and the third components indicates that 
just a little over half the variance in the grid has been 
accounted for by the first component alone and that the two 
components together explain 73% of the variance. These results 
are presented in Table 7.1. The first component indicates a 
complex and wide-ranging system of interaction between constructs 
and elements. This is a general feature of most of the grids 
described in this chapter and the exceptions will be commented
upon appropriately. This general feature deserves a brief 
comment. It may well be an artifact produced by response set on 
the part of the subjects. Also, it cannot be denied that 
completion of grids in the manner described in the chapter on 
Research Procedures is really a novel experience for the subjects. 
It may well be the case that some instrument effect has been at 
work. This would be in the form of the range of constructs 
included in the grid. As each construct was presented separately, 
the consideration in isolation can attach high salience to every 
construct. From the point of view of the analysis technique, it 
is the case that the principal components analysis produces the 
first component containing the highest amount of variance. The 
feature, thus, is similar to classical factor analysis in which 
the first factor is always a general one. Notwithstanding the 
caveat about response set effect and instrument effect, we shall 
explore the possibility of a genuine common content in these 
grids. In the discussion which follows, a number of tasks are 
attempted. First, descriptions are provided of individual 
subjects in terms of the constructs which are salient to them and 
with which they discriminate among the elements in the grid. 
Second, comparisons are made between grids of overachievers and 
underachievers to note the differences in the construct systems of 
the two groups. The similarities in the construct systems of the 
six subjects are also noted in order to address the question of a 
genuine common content in grids. Any such similarities could 
point to the possibility of being able to note general salience of 
constructs for the Gujarati children of this age, at least on the
basis of groups in this study.
We begin by considering relatively high loadings on the first 
component in Noori’s achievement grid. These range from 1.13 to 
0.76. Out of the ten constructs in this grid, seven appear in the 
first component. They are: Tells me what to do, Insists that I
work hard, Tells me what I should be, Takes interest in me, Has 
high hopes for my education, Asks me about my school work, and 
Spends money on my education. This indicates that Noori's 
construct system is dominated by direction, insistence on hard 
work, interest, high educational expectations and preparedness to 
spend money on education. There are seven elements with high 
loadings. They are male and female cousins, sister, mother, 
uncle, grandfather, and Imam. There is a clear differentiation 
along generational lines. Further, it seems that the four members 
of the older generation are important to Noori, and she identifies 
them with the constructs which are salient to her. This points to 
certain specific characteristics of the older generation. They 
are identified with insistence on hard work, direction, and 
punishment. This socialisation style is further supported by 
interest in the child’s school work and high expectations from 
schooling. The contrast with the younger generation points to the 
possibility that it is not identified with this form of 
socialisation and expectations.
"O
In contrast to the first component, the focus of the second 
component is on fewer elelemts and constructs. The sizes of the
loadings in this component range from 0.90 to 0.41. This includes 
two elements - teacher and Imam, and the constructs - Gives me 
encouragement, Punishes if I do not do well, Asks me about my 
school work, and Spends money on my education. The reappearance 
of certain elements and constructs in the second component points 
to stronger salience with regard to them in Noori's construct 
system. They are: Asks about my school work and Spends money on
my education. The contrast between the two components, despite 
re-appearance of some features of the first component, is very 
clear. A consideration of the four constructs together indicates 
differentiation in terms of a general interest in education on the 
one hand and socialisation style on the other. In terms of 
interest in education, expression of interest and expenditure on 
education have high salience. The contrast with socialisation 
style indicates a balanced system of morality, encouragement for 
success and punishment for failure. This contrast can perhaps be 
interpreted as two approaches to achievement socialisation - one 
dominated by rules of rewards and punishment and the other 
dominated by affective attitudes in the form of emotional and 
financial involvement. The other differentiation occurs in terms 
of authority, teacher authority derived from secular sources and 
Imam’s authority derived from religious sources. Teacher having 
ascribed authority is associated with expression of interest which 
is professional attitude on the part of the teacher. The 
association of spending of money is much more problematic in this 
context. As subject’s perceptions have legitimacy of their own, 
it is not possible to go beyond noting this to be problematic.
The authority, as moral and religious teacher,.of Imam, is 
socially ascribed by particular socio-cultural groups, in this 
instance, Gujarati Muslims. There is also religious sanction for 
this authority. It is against this background of religion, that 
the socialisation style consisting of rewards and punishment can 
be seen as a balanced system of morality. The theme of this grid 
may be summed up as indicating strong pressure by the older 
generation with regard to achievement and a sense of distinction 
in authority as taking secular and religious forms.
Noori Overachiever Muslim Girl Culture Grid
The highest variation in this grid is for Likes eating Indian 
sweets and the lowest variation is for Likes Hindi/Gujarati films. 
This indicates that the construct about food preferences 
discriminates widely among the elements. In contrast, the 
construct relating to entertainment based in own culture does not 
make such discrimination.
In Noori*s culture grid, the two principal components account for 
47.73% and 17.86% of the variance respectively. A third 
component, not analysed, accounted for 10.59% of the variance, the 
corresponding root being 1.05. This analysis is presented in 
Table 7.2.
In the first component, five elements and seven constructs have 
high loadings. The seven constructs are : Likes wearing Indian
dress, Is proud of being a Muslim, Likes to speak Gujarati,
Celebrates Muslim festivals, Likes Indian sweets, Wants to go to 
India for a holiday, and Spends time on Muslim worship daily. The 
first component suggests that in Noori's construct system relating 
to culture such aspects of cultural identity as language, 
maintenance of religion, habits of food and dress, and attraction 
to homeland are central. The elements are mother, grandfather, 
male cousin, sister and teacher. In this component, 
differentiation occurs basically in terms of members of the 
family, with the exception of sister who becomes paired with 
teacher. The first observation to make on this component is that 
the cultural identity of mother, grandfather, and male cousin is 
describable by reference to maintenance of language, religion, 
habits of food and dress, and wanting to visit India. The second 
observation to make is that both teacher and sister are 
dissociated from this expression of cultural identity. Teacher, 
as representing another culture, would not appear to express own 
cultural identity in these terms, unless she was a Muslim (this 
not being the case in this instance). Sister’s dissociation from 
this means that her identity is not expressed in these terms, 
leaving open the possibility that some other features of identity 
(e.g older/ younger) are salient to her. The only thing which can 
be said about sister is that other forms of expression of identity 
in her case may have their origins in the second culture.
The three constructs with high loadings on the second component 
are: Likes Indian food, Likes Indian sweets, and Likes Hindi/
Gujarati films. There are four elements with high loadings on 
this component. They are grandfather, teacher, sister, and female 
cousin. The emphasis in this component is on food habits and 
culture-specific entertainment. The differentiation in this 
component brings grandfather and teacher together and another 
grouping is formed by sister and female cousin. Grandfather’s 
association with traditional food habits and Hindi/ Gujarati films 
makes sense in that in a second culture the older generation is 
usually the last group of persons in a family to move towards 
acculturation to another culture. However, teacher’s association 
with these features of cultural behaviour points to looking-in on 
the part of the teacher in these specific cultural habits. The 
remarks made about sister’s cultural identity apply to food habits 
and entertainment as well. Apparently, Hindi/Gujarati films is 
not her scene. The pairing of sister and female cousin probably 
provides a basis for extending this remark to go on to suggest 
that other types of entertainment (from the second culture?) are 
salient to them. The theme of this grid may be described as an 
awareness of forms of cultural identity and of culture-specific 
entertainment.
Noori Overachiever Muslim Girl Curriculum Grid
In this grid the highest variations are noted for the constructs 
is difficult for me and is useful to me indicating that curriculum 
elements are subjected to fine discriminations on the basis of 
difficulty and usefulness. The lowest variation is for Meets with
my parents approval and Keeps me out of trouble. It seems that 
parental approval and avoidance of trouble do not provide basis 
for Noori when it comes to discrimination among elements.
The first two components account for the variance of 31.56% and 
19.67% respectively. A third component, not analysed, accounted 
for the variance of 14.98% with the corresponding root of 1.49. 
This result is presented in Table 7.3.
The first point to make about Noori's curriculum grid is that 
both components together account for only half the variation in 
the grid. Therefore, the view of the curriculum which is coming 
through is partial to say the least. However, as the first two 
components, the perceptions to be noted are clearly uppermost in 
her construct system and deserve attention and emphasis. In the 
first component, seven constructs have high loadings. They are:
Is difficult for me, Is useful to me, Is interesting to me, Gives 
me a chance to work on my own, Will help me in getting into higher 
education, Will help me to get a good job, and Meets with my 
parents' approval. This suggests that difficulty, usefulness, 
interest, cognitive autonomy, instrumentality for higher education 
and job and parental approval are the core of Noori's construct 
system relating to curriculum. Four elements have high loadings 
on this component. They are: PE/games, art, reading and topic.
Among the constructs, the differentiation is in terms of the 
attributes and instrumentality of the curriculum. Usefulness, 
interest, cognitive autonomy, difficulty, and parental approval
are the attributes which are variously looked for in the 
curriculum. This provides a contrast with expectations from the 
curriculum with regard to prospects for job or higher education. 
The differentiation among the elements brings together PE/games, 
art, and reading and this contrasts with topic work. The 
implications here is that the first three elements provide 
cognitive autonomy, interest, and have the virtue of being useful 
but topic work cannot be described in these terms. The parental 
approval seems to be associated with both academic (reading) and 
non-academic (PE/games, art) subjects.
In the second component, four constructs have high loadings.
They are: Keeps me out of trouble, Is useful to me, Is
interesting to me, and Will help in getting into higher education. 
This focuses attention on usefulness, interest, a laissez-faire 
attitude, and instrumentality with regard to higher education.
From these, it may be noted that the construct Keeps me out of 
trouble showed the least discrimination among the elements. Four 
elements have high loadings on this component. They are: 
assembly, drama, religions, and visits. There are at least two 
points of similarity with the first component here. The first is 
that the constructs relating to usefulness, interest, and 
instrumentality relating to higher education appear again pointing 
to continuing salience of these three constructs for Noori.
Second is that a non-academic subject (drama) and along with 
subjects like assembly, religions and visits, which are not 
traditionally regarded as academic subjects appear to dominate.
Among the constructs the differentiation is in terms of a 
laissez-faire attitude to curriculum and consideration of 
attributes like usefulness, interest, and instrumentality for 
higher education. The differentiation among the elements appears
to be in terms of artistic expression on the one hand and other
activities which may or may not require that form of expression 
(drama). To the extent that the predominant constructs have to do 
with interest and usefulness, clearly some potential is seen in 
drama (possibly as a career?) since it can certainly be studied 
at post-secondary level. There is an indication of various forms
of laissez-faire attitude with regard to all the other subjects
noted. The theme of this grid may be described as sound judgement 
about curriculum in general, accompanied a preoccupation with 
non-academic parts of the curriculum.
Shashi Overachiever Hindu Boy Achievement Grid
The highest variation among the constructs in this grid is for 
the two constructs Spends money on my education and Asks me about 
my school work. This means that Shashi evaluated the elements 
with the widest discrimination in terms of these two constructs. 
The lowest variation is for Is pleased with my success and Takes 
interest in me.
In this grid, the first two components account for variance of 
54.34% and 10.77% respectively. The third component, not 
analysed, accounts for variance of 11.63%» the corresponding root
being 1.16. Together the two components account for 73% of the 
variance. This result is presented in Table 7.4. Seven out of 
the twelve elements have high loadings on the first component.
They are: father, mother, uncle, aunt, grandfather, grandmother,
and priest. There are seven constructs with high loadings. They 
are: Tells me what I should do, Gives me encouragement, Tells me
what I should be, Takes interest in me, Has high hopes for my 
education, Asks me about my school work, and Spends money on my 
education. This suggests that Shashi's construct system relating 
to achievement salience is attached to direction, encouragement, 
expression of interest in school work, high expectations, and 
preparedness to spend money on education. This component 
indicates differentiation among the elements in terms of these 
constructs. This differentiation brings together parents, uncle 
and aunt and they are contrasted with grandparents and the priest. 
This indicates that Shashi rates parents, uncle and aunt high in 
terms of socialisation for achievement. As a contrast, grand 
parents representing the older generation and priest representing, 
an extra-familial person, are not rated high. The overall pattern 
of grouping of elements points to the value Shashi attaches to one 
generation for his socialisation for achievement. In the second 
component, three constructs have high loadings. They are: Tells
me what to do, Punishes if I do not do well, and Asks me about my 
school work. The appearance of two constructs Tells me what to do 
and Asks me about my school work in first as well as the second 
component points to the high value Shashi attaches to direction 
and interest. A third construct - Punishes if I do not do well -
indicates the value he attaches to discipline. There are also 
three elements with high loadings on this component. They are: 
brother, sister, and teacher. The three constructs discriminate 
among brother sister, and teacher, rating the first low but the
'jjmaining two high on them. This indicates that among the 
siblings, sister is associated with direction, interest in school 
work and punishment but the brother is rated low. The high rating 
of teacher on the three salient constructs is indicative of the 
place of teacher in Shashi*s phenomenal world. The theme of this 
grid may be described as the socialisation for achievement being 
associated with one generation and high value placed on teacher in 
relation to such socialisation.
Shashi Over-achieving Hindu boy Culture Grid
The highest variation among the constructs in this grid is for 
Reads Gujarati newspapers/magazines, Likes to speak Gujarati and 
Likes wearing Indian dress. This suggests that the elements are 
discriminated mostwj^&lvj on the basis of language use and 
attitude to traditional dress. The lowest variation is for Likes 
Indian sweets and Likes Indian food. This indicates that attitude 
to traditional food does not provide a basis for discriminating 
among the elements. All seem to have similar attitudes.
In this grid, the first two principal components account for the 
variance of 49.90% and 17.47% respectively. The third component, 
not analysed, accounts for 11.65% of the variance, the
corresponding root being 1.16. This result is presented in Table
7.5.
The two constructs together account for 67% of the variance.
Eight out of the ten constructs have high loadings on this 
component and they are all positive. They are: Likes eating
Indian food, Is proud of being a Hindu, Likes to speak Gujarati, 
Reads Gujarati newspapers/magazines, Likes Hindi/ Gujarati films, 
Celebrates Hindu festivals, Likes Indian sweets, and Wants to go 
to India for a Holiday. This suggests that aspects of culture 
relating to religion, language, food habits and maintenance of 
link with the area of origin form the central core of his 
construct system. There are six elements with high loadings on 
this component. They are: Father, grandfather, brother, sister,
teacher, and priest. These six are differentiated in terms of the 
eight salient constructs. Brother sister and teacher are rated 
high on them in contrast with father, grandfather and priest. 
Basically, the differentiation among the elements can be regarded 
as being on generation basis except that in one grouping, teacher 
comes together with brother and sister. The basic distinction, 
therefore, may be modified to take account of the acculturation 
influences at work. Teacher, representing another culture, is the 
agent of acculturation in this context. Although brother and 
sister are rated high on the constructs along with the teacher, 
the opposition in the signs between elements and constructs would 
indicate these to be different kinds of groupings. The indication 
here is of a move away on the part of brother and sister, from the
salient aspects of culture which indicate acculturation 
experiences, particularly arising from schooling. The appearance 
of teacher in this grouping probably points to the implication of 
schooling for such influence. The contrast is with grandfather, 
father, and priest. In case of this grouping, the salience of the 
constructs can be seen as less affected by acculturation as these 
three are rated comparatively low.
The second component provides a focus on two aspects of culture - 
dress and religion. The constructs with high loadings are Likes 
wearing Indian dress, Celebrates Hindu festivals and Spends time 
on Hindu worship daily. Of these, one construct - Celebrates 
Hindu festivals - appears in both the first and the second 
component. Three elements have high loadings on this component. 
They are father, mother, and grandfather. This means that the 
discrimination among the three elements is in terms of dress, 
celebration of religious festivals and daily religious worship. 
While the three elements are rated equally high on the three 
salient constructs, it is important to note that in father’s case, 
it is the implicit pole of the constructs which is relevant. This 
suggests the differentiation whereby adherence to religious 
practices and dress habits bring grandfather and mother together. 
This can be understood in terms of the prevailing norm in India 
(referred to in Chapter Two while quoting from Patel’s 
cross-cultural research) which regarded religious worship as 
woman’s responsibility). Another cultural norm associates 
religious observances to the traditionalists in the family, young
or old. The differentiation of the elements can be regarded as 
influenced by traditionalistic and non-traditionalistic attitudes. 
The theme of this grid can be described as acculturation of 
siblings and traditionalism on mother's part.
Shashi Over-achiever Hindu boy Curriculum Grid
The highest variation among the constructs in this grid is for 
Meets with my parents' approval, Gives me a chance to work on my 
own and Will help me to get a good job. Thus, the constructs 
indicating parental approval, opportunity for working 
independently, and instrumentality for job prospects provide the 
widest discrimination for evaluation of curriculum elements. The 
constructs Is useful to me and Is interesting to me have the 
lowest variation. This suggests that usefulness and interest are 
not the criteria Shashi employs for discriminating among the 
elements. The pattern of variation is indicative of some fine 
judgements Shashi is making with regard to the elements.
In this grid, the first two principal components-account for the 
variance of 31.57% and 24.04% respectively. The third component, 
not analysed, accounts for 17.93% of the variance, the 
corresponding root being 1.79. This result is presented in Table
7.6.
The two components together explain just a little over half the 
variance in this grid. This is therefore a partial view of
Shashi's construct system for the curriculum. In the first 
component, five constructs have loadings which might be considered 
high. They are: Is useful to me, Keeps me out of trouble, Is
interesting to me, Is difficult for me and Meets with my parents' 
approval. This indicates that usefulness, interest, difficulty, 
and parental approval are central in Shashi's construct system. 
Five elements have high loadings. They are: language/story 
writing, PE/games, art, reading, and visits. These five elements 
are important for Shashi and the discrimination among them is made 
on the basis of the five salient constructs. Reading and 
language/story writing form one grouping and PE/games, art, and 
visits form another grouping. On the basis of the nature of these 
activities, it may be suggested that this indicates a 
differentiation between academic and non-academic parts of the 
curriculum.
In the second component, there are five elements and five 
constructs with high loadings. The elements are: assembly,
Fletcher maths, drama, and religions. The five constructs in this 
component are: Keeps me out of trouble, Brings out the best in
me, Will help me in getting into higher education, Will help me to 
get a good job, and Meets with my parents' approval. This implies 
that appropriateness of the curriculum, its instrumentality, in 
relation to higher education and job prospects, and parental 
approval are a further addition to Shashi's construct system. Of 
these five, two constructs have appeared in the first component as 
well. These two may be regarded as central in Shashi's construct
system and certainly more general as they appear in relation to 
different elements of the curriculum. They are: Keeps me out of
trouble and Meets with my parents' approval. Among the elements, 
one grouping is made up of maths, drama, and religions. This is 
contrasted by assembly. There is differentiation here in terms of 
activities in which Shashi sees himself involvement to different 
degrees and activity like assembly which may require passive 
attendance. The theme of this grid may be described as interest 
in the attributes of the curriculum including its relationship 
with parental approval.
Meena Overachiever Hindu Girl Achievement Grid
In this grid, the variation among the ten constructs is equally 
distributed, i.e. 10% for each. This is highly neat and probably 
indicates response set. Such a response can mean that none of the 
constructs provide fine discriminations among the elements. On 
the other hand, though too neat, the consistent apportioning of 
evaluations do separate out some elements in a way that cannot be 
entirely devoid of meaning. This overall discrimination, 
therefore will provide a basis for some observations. Slater 
(1977) refers to the occurrence similar to this grid and suggests 
that in the instances of lack of variation in constructs, the 
researcher has to base the judgement on the knowledge of the 
subject in order to attempt an evaluation. In view of the fact of 
this grid being produced by a high achieving subject, it may be 
legitimate to regard it as a product of good discrimination.
While performing the grid completion task, she certainly seemed 
totally at ease and able to understand the nature of the task.
The school view of this child was also very favourable in every 
way. If the symmetrical grid is really an artifact, there is a 
real possibility that the grids for culture and curriculum which 
she also completed, should have similar structures. However, this 
has not been case as would be seen from their consideration at a 
later stage. With equal variation and strong inter-relationships 
among the constructs it is only to be expected that the first 
component will also reflect this trend. This is confirmed in that 
the first two components account for variance of 81.92% and 8.6% 
of the variance respectively, leaving out only 10.0% of the 
variance unexplained. This analysis is presented in Table 7.7.
The two components in Meena's achievement grid account for 90% of 
the variance.
One consequence of equal variation in constructs is that all the 
constructs have high loadings on the first component. This 
indicates the salience of all the constructs from Meena's point of 
view. Six elements have high loadings on this component. They 
are: father, mother, aunt, grandmother, sister and priest. This
suggests that Meena regards these six as important to her and 
rates them in relation to all the ten constructs. The 
differentiation among the elements brings together father, mother, 
and aunt in one grouping and they are contrasted with grandfather, 
sister and priest. The first grouping specifies one generation 
whereas the contrasting grouping points to a generational mix.
The differentiation can be seen as between generational 
homogeneity and heterogeneity. The homogeneous generation is 
rated high for socialisation for achievement but the heterogeneous 
generation is not rated so high.
In the second component, there are three constructs with high 
loadings. They are: Tells me what I should be, Has high hopes
for my education, and Spends money on my education. This 
indicates that the salient constructs relate to direction, high 
expectations and preparedness to spend money on education. The 
salience of these three constructs is further enhanced by their 
appearance in this component in that they were a part ofthe first 
component as well. Three elements have high loadings on this 
component. They are: uncle, male cousin, and teacher. These
three elements are rated in terms of the three salient constructs. 
The elements are differentiated by a pairing of male cousin and 
uncle together, this being contrasted by the teacher. The 
differentiation is in terms of relationships with family members 
at one end and teacher - a person outside the family on the other. 
The theme of this grid may be described as socialisation for 
achievement as a concern of the family.
Meena Overachiever Hindu Girl Culture Grid
In this grid, the highest variation is for the constructs Is 
proud of being a Hindu, Likes to speak Gujarati, and Celebrates
Hindu festivals, indicating that the elements are discriminated
most widely on the basis of these three constructs. In contrast, 
constructs Likes Hindi/Gujarati films, and Reads Gujarati 
newspapers/magazines have very low variation. These two 
constructs fail to discriminate among the elements. This result 
is presented in Table 7.8.
The two components in this grid account for 86.97% of the 
variance. Like the previous grid, all the ten constructs have 
high loadings on the first component. Also, seven of the twelve 
elements have high loadings. At least two points need to be made. 
One is that the first component accounts for a very large amount 
(77.45%) of the variance which may explain the preponderence of 
high loadings. The second point is that only three of the twelve 
elements do not have loadings on either of the components. This 
indicates that all except the three elements have been rated. The 
seven elements with high loadings are: father, mother, aunt,
grandfather, grandmother, sister and teacher. This means that 
Meena regards these seven to be important to her. The seven 
elements are differentiated in terms of all the ten constructs. 
Judging from the similarities in signs for the constructs and four 
elements, it can be suggested that the elements are rated high on 
these constructs. The relevant elements are: father, mother,
aunt, and grandmother. These may be contrasted with low rating 
for grandfather, sister and teacher. The contrast can be seen in 
terms of acculturation. Teacher represents the second culture and 
sister in being rated low on culture constructs probably stands as 
recipient of acculturative influences, especially through
schooling. This is on the basis of appearance of teacher on this 
component. Grandfather, or any member of the older generation, is 
usually seen as an adherent of traditional attitudes. However, he 
is not associated with salient culture constructs in this 
component. It may be that he, too, has absorbed some 
acculturative influences
In the second component, there are five constructs with high 
loadings. They are: Likes eating Indian food, Is proud of being
a Hindu, Reads Gujarati newspapers/magazines, Likes eating Indian 
sweets, and Spends time on Hindu worship daily. This means that 
the salient constructs in the second component relate to religion, 
food habits and language. These five had high loadings on the 
first component as well indicating them to be a stable part of 
Meena's construct system. There are four elements with high 
loadings on this component. They are: father, aunt, grandmother,
and priest. The four elements are differentiated in terms of 
ethnic pride, religious worship, maintenance of food habits, and 
Gujarati literacy. Father, aunt and grandmother form one grouping- 
and this is contrasted by the priest. The grouping formed by the 
first three is similar to that formed in the first component.
This indicates a consistency in Meena's perceptions. These three 
are rated high on the five constructs. It is not clear why the 
rating for the priest should be different from that of others in 
constructs relating to religious worship or adherence to food 
habits. It may be that either Meena is more concerned with 
persons within the family than outside or that the rating for
priest reflects lesser experience about him. The theme of this 
grid may be described as a clear awareness of cultural identity 
with the salient features being associated with female members of 
the family.
Meena Qverachiever Hindu Girl Curriculum Grid
In this grid, the highest variation is for the constructs Meets 
with my parents' approval and Brings out the best in me, 
indicating fine discrimination among the elements on the basis of 
these two constructs. The lowest variation is for the constructs 
Is difficult for me and Gives me a chance to work on my own. This 
suggests that Meena is not discriminating among the elements on 
the basis of these constructs.
In this grid, the first two components account for the variance 
of 33.19% and 24.80% respectively. The third component, not 
analysed, accounts for the variance of 17.88% with the 
corresponding root of 1.78. This analysis is presented in Table 
7.9.
The two components from this grid account for 58% of the variance 
which represents just a little over half the variance in the grid. 
In the first component, five elements and five constructs have 
relatively high loadings. They are: maths, your own writing,
topic,work with tv/tape recorder and assembly. The five 
constructs are: Is interesting to me, Brings out the best in me,
Will help me in getting into higher education, will help me to get
a good job and Will help me in my ambition. This indicates that 
constructs relating to interest and appropriateness of the 
curriculum and its instrumentality with regard to higher 
education, job prospects and ambition form the central part of 
Meenafs construct system. The five elements with high loadings on 
this component are: assembly, maths, PE, dance and topic. The
five elements are differentiated in terms of the salient 
constructs. There is one grouping formed by PE, dance and topic 
and this is contrasted by assembly and maths. This contrast 
emphasises the nature of the subjects and the frameworks within 
which pupils operate. The degree of formalism attached to 
assembly and maths may differ to some extent from the physical 
activities like PE and dance and cross-subjects work like topic. 
However, given the salience of instrumentality of the curriculum, 
it is not clear to what extent the high rating for assembly could 
be understood by formalism alone. It may be that for assembly, at 
least, the criterion of appropriateness is used.
In the second component, there are five constructs with high 
loadings. They are: Is useful to me, Keeps me out of trouble,
Brings out the best in me, Gives me a chance to work on my own, 
and Is difficult forme. This means that the constructs relating 
to usefulness, appropriateness, difficulty, cognitive autonomy, 
and a laissez-faire attitude are salient. From these, the 
construct Brings out the best in me can be seen as more stable 
part of the construct system. There are six elements with high
loadings on this component. They are assembly, your own writing, 
art, quiet reading, work with tv/tape recorder and Gujarati. They 
are differentiated in terms of the salient constructs. The 
differentiation among the elements brings together your own 
writing and work with tv/tape recorder in one grouping and this is 
contrasted by assembly, art and quiet reading. The contrast 
implied here is probably in terms of active participation
with subjects in the first grouping demanding more and those in 
the second grouping demanding less. While Gujarati is not a 
subject within the school curriculum, Meena rates this highly as 
well. This rating also equates with the contrast emphasising need 
for active participation in case of Gujarati since in a second 
language environment, this is how a first language is learnt. The 
theme of this grid may be described as judgement about the 
curriculum governed by its attributes and instrumentality, 
emphasising the role of active participation.
Now we move on to consider the grids of under-achieving pupils.
As indicated earlier, the underachievers are
Reshma (Muslim girl, School A), Sanjeev (Hindu boy, School B) and 
Neha (Hindu girl, School B).
t
Reshma Under-achiever Muslim Girl Achievement Grid
The highest variation among the constructs in this grid is for
Spends money on my education, Asks me about my school work, and
Punishes if I do not do well. This indicates that these three 
constructs are the basis for the widest discrimination among the 
elements. In contrast, the lowest variation is for Tells me what 
to do and Insists that I work hard. This means that there is 
least variation among the elements on the basis of these 
constructs. This result is presented in Table 7.10.
The first two constructs account for 55.43% and 17.85% of the 
variance respectively. These results are presented in Table 7.10. 
The third component, not analysed, accounted for 8.70% of the 
variance, the corresponding root value being 0.87.
The two components together explain 76% of the variance in 
Reshma's achievement grid. The loadings for constructs present a 
symmetrical picture. Of the ten constructs, eight have high 
loadings on the first component and the remaining two have high 
loadings on the second component. In the first component, the 
constructs with high loadings are one to eight relating to 
direction, insistence on hard work, pleasure at success, 
encouragement, direction for future goals, punishment for failure, 
interest and high expectations. Seven elements have high loadings 
on this component. They are father, mother, grandfather, sister, 
male and female cousins, and Imam. They are differentiated in 
terms of the salient constructs. From these, father, mother and 
Imam form one grouping and grandfather, sister, male and female 
cousins form another. This differentiation is along the lines of
authority with parents and Imam having authority derived from 
various sources. In contrast, grandfather, with gradually 
shrinking role within the family and consequent weakening of 
authority as well as the younger generation devoid of any 
authority illustrate the other grouping. It seems that high 
rating on salient constructs is assigned on the basis of 
authority.
In the second component three constructs have high loadings.
They are: Is pleased with my success, Asks me about my school
work and Spends money on my education. This indicates that the 
constructs about expression of pleasure in success, interest in 
school work and preparedness to spend money on education are 
salient. There are four elements with high loadings. They are 
grandfather, sister, teacher and Imam. The contrast here is 
between sister and teacher forming one grouping and grandfather 
and Imam forming another. Interest in school work is the main 
criterion which differentiates between the two groups. Teacher as 
a professional person is the appropriate person to express 
interest in school work and also express pleasure in suceess. 
Sister's interest may be the result of her own schooling 
experiences. As a contrast, both grandfather and priest receive 
comparatively lower rating, probably because their involvement 
with Meena cannot be said to be very close. The theme of this 
grid may be summarised as the importance of socialisation related 
differentially to authority figures and the emphasis on interest 
and support.
Reshma Underachiever Muslim girl Culture Grid
The highest variation among the constructs in this grid is for 
Likes wearing Indian dress. This means that the widest 
discrimination among the elements in this grid is on the basis of 
this construct. The lowest variation is for the construct Wants 
to go to India for a holiday. This construct is the basis of 
least discrimination among the elements. That the construct 
relating to habits of dress should be the basis of wide 
discrimination among people of make up the elements is very 
interesting as it is used by a Muslim child. It clearly indicates 
that Reshma is looking at the persons she knows in terms of their 
atttitudes to traditional dress.
The first three principal components account for the variance of 
55.43%, 17.85%, and 14.15% respectively. These are listed in 
Table 7.11.
The two components in Reshmafs culture grid account for 73.28% of 
the variance in the grid. In the first component, six constructs 
have high loadings. They are: Likes to eat Indian food, Is proud
of being a Muslim, Likes to speak Gujarati, Reads Gujarati 
newspapers/magazines, Likes eating Indian sweets, and Spends time 
on Muslim worship daily. This means that in Reshma's construct 
system relating to culture, constructs about food habits, ethnic 
pride, and religion are salient. The elements with high loadings 
are father, mother, male cousin, teacher and Imam. The
differentiation among these elements is in terms of the salient 
constructs. Father, mother and Imam form one grouping. This may 
be contrasted by the pairing of male cousin. The differentiation 
is, as in the previous grid, in terms of authority, and probably 
age as well. It seems that these authority figures are rated high 
on the aspects of cultural maintenance. From Reshma!s point of 
view male cousin is a distant figure and is probably quite 
comparable to teacher in this regard. The suggestion from this 
component therefore is that cultural maintenance is seen as 
salient in rating persons with authority in and out of the family. 
Persons demonstrating a distant relationship receive low rating.
In the second component, three constructs have high loadings.
They are: Reads Gujarati newspapers/magazines, Likes
Hindi/Gujarati films and Celebrates Muslim festivals. This 
suggests that salience is attached to constructs relating to 
Gujarati literacy, own culture-based entertainment, and religious 
celebrations. There are three elements with high loadings on this 
component. They are grandfather, brother and grandmother. Of 
these, the first two form one grouping which is contrasted by 
grandmother. The differentiation among the elements is in terms 
of gender. It seems that Reshma is rating grandmother high on 
these constructs. The theme of this grid may be summarised as 
that of selective aspects of cultural maintenance in the context 
of authority relations in and out of the family.
Reshma Underachiever Muslim girl Curriculum Grid
Now we consider Reshma's curriculum grid. The two components in 
this grid accounted for 78.19% of the variance. This result is 
presented in Table 7.12. In the first component, seven constructs 
have high loadings. They are: Is interesting to me, Brings out
the best in me, Gives me a chance to work on my own, Will help me 
in getting into higher education, Will help me to get a good job, 
Will help me in my ambition and Meets with my parents' approval. 
This means that interest, appropriateness, and instrumentality for 
higher education, job prospects and ambition are central in her 
construct system. There are five elements with high loadings on 
this component. They are language/story writing, Fletcher maths, 
reading, PE/games, and topic. The differentiation among the 
elements brings the first three together in one grouping and this 
is in contrast with the remaining two elements. This 
differentiation may be seen as based on academic and non-academic 
curriculum. The elements representing the academic curriculum are 
rated high. In comparison, PE/games and topic do not get a high 
rating. There is an indication of emphasis on academic 
curriculum.
In the second component, there are three constructs with high 
loadings. They are: Keeps me out of trouble, Gives me a chance
to work on my own and Meets with my parents' approval. This 
suggests that an attitude of laissez-faire, cognitive autonomy and 
parental approval are salient in Reshma's construct system and she
rates important elements against them. There are three elements 
with high loadings on this component. They are religions, poetry 
and Gujarati. The differentiation among the elements brings 
together the last two. This contrast is probably based on the 
manner of conceptualising these subjects. It may be recalled from 
the description of the curriculum in School A that religions as a 
school subject was unique to that school. In contrast, there is a 
shared meaning of subjects like poetry. Everyone would claim to 
know what the subject stands for. A similar contention may be 
made about Gujarati as well although it is not a curriculum 
subject. The theme of this grid may be described as interest in 
academic curriculum, within the context of high expectations.
Sanjeev Underachiever Hindu Boy Achievement Grid
In this grid , the highest variation among the constructs is for
'a
Tells me what to do and Insists that I work hard. This means that 
the widest discriminations occur among the elements on the basis 
of these two constructs. In contrast, least discrimination is 
indicated by lowest variation in the constructs - Takes interest 
in me and Gives me encouragement. This result is presented in 
Table 7.13.
The first two principal components account for the variance of 
62.74/5 and 18.46% respectively. The two components in Sanjeev’s 
achievement grid account for 81% of the variance. The high 
variance explained is reflected in the structure of the first
component which has seven high loadings for constructs and five 
elements. The constructs are: Is pleased with my success, Tells
me what I should be, Punishes if I do not do well, Takes interest 
in me, Has high hopes for my education, Asks me about my school 
work, and Spends money on my education. This indicates that 
Sanjeev's construct system direction, interest, discipline and 
ambition are salient. The five elements are rated in terms of 
these constructs. The elements are mother, uncle, aunt, teacher, 
and priest. The differentiation among the elements brings 
together the first four which are contrasted by the priest. This 
differentiation may be broadly described as related to interest in 
school. The members of the family are rated high on these 
constructs but the priest is not. The suggestion here is that the 
priest being far removed from the members of the family in social 
distance is not rated high in this respect.
In the second component, three constructs have high loadings.
They are: Tells me what to do, Insists that I work hard, and
Gives me encouragement. This means that direction, encouragement 
and insistence on hard work are salient in Sanjeev's construct 
system. The four elements are rated in terms of these salient 
constructs. The elements are father, grandmother, brother, and 
priest. The differentiation among the elements produces two 
groupings bringing the first two and the remaining two elements 
together. The contrast here is between two members of the family 
on the one hand and a sibling and an outsider on the other. There 
is no general basis for a differentiation except that father and
grandmother represent the older generation compared to a sibling. 
There is an indication here that both father and grandmother are 
rated high, especially for insistence on hard work and pleasure at 
success. The theme of this grid may be described as concern with 
achievement and differential role of the members of the family in 
it.
Sanjeev Underachiever Hindu Boy Culture Grid
The highest variation among the constructs in this grid is for 
Likes Hindi/Gujarati films and Likes Indian sweets. This suggests 
that the widest discrimination among the elements is on the basis 
of these two constructs. In contrast, the lowest variation is 
found for Likes eating Indian food, Is proud of being a Hindu, and 
Likes to speak Gujarati. This indicates that these constructs do 
not provide any discrimination among the elements. This result is 
presented in Table 7.14.
The first two principal components account for 61.47% and 15.94% 
of the variance respectively. A third component, not analysed, 
accounts for the 12.59% of the variance, the corresponding root 
being 1.26. The two components explain 77% of the variance in 
Sanjeev's culture grid. Among the constructs, all except one have 
high loadings on this component. The missing construct is number 
two - Likes wearing Indian dress. This construct does not have a 
high loading on the second component either. The three elements 
with high loadings are mother, teacher, and priest. There is some
similarity between this grid of an underachiever and the grid of 
an overachiever (Meena) in that a very large number of constructs 
have high loadings on the first component. Such a pattern in the 
grid was interpreted as high salience attached to most of the 
constructs and this interpretation applies to this grid as well. 
There are six elements with high loadings on the first component. 
They are father, mother, uncle, aunt, teacher and priest. The 
differentiation among these elements brings the first four 
elements together and the contrast is with teacher and priest.
This differentiation is on the basis of member of the family and 
persons outside the family. Parents, uncle and aunt are rated 
highly on all aspects of cultural maintenance except, as pointed 
out earlier, the construct relating to traditional dress. Sanjeev 
uses the salient constructs to discriminate among the persons 
outside the family and rates teacher and priest low on them.
While teacher coming from another culture may not get high rating 
on these constructs, it is not easy to see why the priest does not 
get the high rating for these constructs. As these are 
essentially Sanjeev's perceptions, it is possible that Sanjeev's 
experiences do not provide a basis for a different view.
In the second component, two elements and two constructs have 
high loadings. The constructs are: Likes to eat Indian food,
Likes wearing Indian dress, Reads Gujarati newspapers/magazines, 
Wants to go to India for a holiday and Spends time on Hindu 
worship daily. There are four elements with high loadings. They 
are uncle aunt, brother and sister. These four elements are
differentiated in terms of the salient constructs. There is a 
clear differentiation here along generational lines with uncle and 
aunt in one group and siblings in another. Brother and sister 
rated highly in comparison with uncle and aunt. The theme of this 
grid may be summed up as cultural maintenance with specific focus 
on member of the family.
Sanjeev Underachiever Hindu Boy Curriculum Grid
The highest variation among the constructs in this grid is for Is 
difficult for me and Will help in getting to higher education.
This means that the widest discrimination among the elements in
this grid is on the basis of these two constrcuts. In contrast,
the lowest variation is for the constructs relating to 
instrumentality for job prospects, relevance to ambition, and 
parental approval. This suggests least discrimination among 
curriculum elements on the basis of these three constructs. This
result is presented in Table 7.15.
In this grid, the first two components account for the variance 
of 49.35% and 16.97% respectively. The third component, not 
analysed, accounted for 14.87% of the variance, the corresponding 
root value being 1.48. The two components in this grid account 
for 66% of the variance. Of the ten constructs, six have high 
loadings on this component. The constructs are: Keeps me out of
trouble, Is interesting to me, Will help me in getting to higher
education, Will help me to get a good job, Will help me in my
ambition, and Meets with my parents1 approval. This means that 
that the constructs relating to a laissez-faire attitude, 
interest, instrumentality, and parental approval are salient for 
Sanjeev. The elements are rated in terms of these six constructs. 
The elements with high loadings on this component are assembly, 
Fletcher maths, PE/games, drama, topic and religions. The 
differentiation among the elements brings together maths, drama 
and religions in one grouping and assembly, PE/games and and topic 
in another grouping. It seems that the first grouping is rated 
high on instrumentality and parental approval but low on interest. 
The opposite seems to be the case with the second grouping.
In the second component, three constructs with high loadings.
They are: Gives me a chance to work on my own, Is difficult for
me, and Will help me in getting to higher education. This 
suggests that the constructs relating to cognitive autonomy, 
difficulty and instrumentality for higher education are salient. 
There are five elements with high loadings on this component.
They are language/story writing, Fletcher maths, reading, drama 
and religions. The two groupings formed among the elements brings 
together language/story writing and reading and this is contrasted 
with another grouping formed by Fletcher maths, drama and 
religions. It seems that latter grouping is rated high for 
cognitive autonomy, difficulty and the instrumentality for higher 
education. On the basis of these contrasts, the theme of this 
grid may be summarised as concerns about instrumentality of the 
curriculum, parental approval and perceptions of difficulty.
Neha Underachiever Hindu Girl Achievement Grid
In Neha’s achievement grid, two constructs with the highest 
variation are Spends money on my education and Tells me what I 
should be. This means that these two constructs discriminate most 
widely among the elements in this grid. The two constructs with 
the lowest variation are Takes interest in me and Asks me about my 
school work. This suggests that there is least discrimination 
among elements on the basis of these two constructs. This result 
is presented in Table 7.16.
The first two components in this grid account for 79% of the 
variance. In the first component, there are nine constructs with 
high loadings. This is almost the entire grid and the only 
construct with a low loading is Gives me encouragement. The first 
indication is that all the nine constructs are salient for this 
underachiever. The elements are father, mother, grandfather, 
grandmother, brother and priest. These six elements are rated in 
terms of the nine constructs. The differentiation in the elements 
brings together parents and grandparents in one grouping and they 
are contrasted with brother and priest in the other grouping.
This differentiation indicates that parents and grandparents are 
rated high on the nine constructs. Brother with low status within 
the family hierarchy and priest as an outsider are both rated low.
In the second component, there are two constructs with high 
loadings. They are: Gives me encouragement and Punishes if I do
not do well. Two elements have high loadings. They are for 
teacher and priest. The two are differentiated in terms of these 
two constructs. Teacher is rated high in terms of encouragement 
and priest is rated high in terms of punishment for failure. This 
points to the perception of contrast in roles of the two persons - 
teacher being expected to provide encouragement as opposed to a 
religious authority being seen as exercising discipline. The 
theme of this grid may be described as socialisation for 
achievement being the concern of parents and grandparents and an 
awareness of forms of discipline.
Neha Underachiever Hindu girl Culture Grid
The highest variation among the constructs in this grid is for 
Likes wearing Indian dress, Is proud of being a Hindu, and Likes 
to speak Gujarati. This means that the three constructs for the 
basis of the widest discrimination among the elements. The lowest 
variation is for Likes Indian sweets and Spends time on Hindu 
worship daily. This means that there is least discrimination 
among the constructs on the basis of these two constructs. This 
result is presented in Table 7.17.
The first two principal components account for the variance of 
70.21% and 10.85% respectively. The first two components in 
Neha's culture grid account for 81% of the variance. In the first 
component, nine constructs have high loadings. That leaves out 
only one - Construct two Likes wearing Indian dress - which is
absent in component one but has high loading on component two.
This large number of high loadings indicates that almost all the 
constructs are salient from Neha's point of view. While she is 
using these nine constructs to rate the elements, it is worth 
noting that only five elements are chosen to discriminate in terms 
of these constructs. The five elements with high loadings on this 
component are father, grandfather, grandmother, teacher and 
priest. The differentiation among these elements produces one 
grouping made up of father, grandfather and grandmother and 
another grouping made up of teacher and priest. This separation 
can be seen as that between family members and persons outside the 
family. Family members are rated high on the salient constructs.
In the second component, there are two constructs with high 
loadings. They are: Likes wearing Indian dress and Reads
Gujarati newspapers and magazines. There are five elements with 
high loadings in this component. They are father, mother, aunt, 
grandfather and female cousin. The differentiation among these 
elements on the basis of traditional dress and Gujarati literacy 
produces one grouping made up of father, mother and grandfather 
and another made up of aunt and female cousin. The elements in 
the first grouping are rated high on the two salient constructs.
On the basis of high salience of nine constructs in the first 
component and two constructs in the second component, the theme of 
this grid may be summed up importance of aspects of culture with 
specific reference to the parents.
Neha Underachiever Hindu Girl Curriculum Grid
The highest variation among the constructs in this grid is for 
Gives me a chance to work on my own and Will help me to get into 
higher education. This means that curriculum elements are 
discriminated most widely on the basis of these two constructs.
The lowest variation is for Keeps me out of trouble and Is 
interesting to me. This means that these two constructs provide 
the least discriminations among the elements. This result is 
presented in Table 7.18.
In this grid, the first two principal components account for the 
variance of 72.90% and 10.64% respectively. The first two 
components in this grid explain 83.54% of the variance. This grid 
has similarities with the previous grid in that here again Neha 
has found nine constructs to be salient. The construct which does 
not have a high loading in the first component is Is difficult for 
me. It, however, does appear in the second component with a high 
loading. There are five elements with high loadings on this 
component. They are maths, Gujarati, PE, art and dance. These 
five are differentiated in terms of the nine salient constructs. 
PE, dance and art form one grouping and maths and Gujarati form 
another. The elements in the first grouping are rated high on the 
nine constructs.
In the second component, there are two constructs with high 
loadings. They are: Is difficult for me and Will help me in my
ambition. There are three elements with high loadings. They are 
Handwriting, Gujarati and your own writing. The first two are 
differentiated from the third in terms of these two constructs and 
are rated high. On the basis of these ratings, the theme of the 
grid, may be described as interest in and importance of 
non-academic aspects of the curriculum.
An Overview of Deviant Cases
In the concluding section, an overview of salient features of the 
grids is provided first. This is followed by a consideration of 
the three purposes of deviant case analyses which were stated at 
the beginning of this chapter.
An inspection of all the eighteen grids discussed in this chapter 
suggests that there are certain features which appear to be 
common. This might be taken as an indication of common 
characteristics of the group as a whole and may even suggest that 
such characteristics might be generally associated with all 
Gujarati children. We begin with this overview and then consider 
the characteristics associated specifically with the two groups, 
i.e., overachievers and underachievers.
In achievement grids, three constructs appear to be recurring. 
They are: Tells me what I should be, Takes interest in me, and
Has high hopes for my education. This means that regardless of 
whether the subject is overachiever or underachiever, these three
constructs remain consistently salient. It is interesting to note 
that two of the three constructs relate to socialisation for 
achievement. In particular, the emphasis is on very specific 
direction and high expectations. It is important to stress that 
the direction is about a terminal goal as indicated by what I 
should be and on high expectations which by definition remain 
vague but may have significance in relation to a precise terminal 
goal, doctor, accountant, and so on. A further point to make 
about such socialisation is that there is an indication of 
interest being expressed and this also points to the perception of 
a highly general attitude, this being salient for all the six 
subjects. We shall note while considering overachievers that the 
salience of other constructs in their grid point to a certain 
specificity connected with such perception of interest. With 
regard to the elements, priest/Imam appears as a salient element 
for all the six subjects. It may be recalled that teacher and 
priest/Imam are the only two elements in the grids which are 
extra-familial. As has been pointed out before, apart from being 
extra-familial, the two also represent authority roles. For these 
six subjects, the salience of the person representing a religious 
role points to the primacy given to religious influence, thereby 
adding to importance of religion as a marker of ethnicity in 
general and of cultural identity in particular.
Next, we consider some characteristics which appear to be common 
to overachievers and differentiate them from underachievers. The 
similarities among achievers emerge in the first as well as second
component. In the first component, the focus is on three 
constructs. They are: Tells me what to do, Asks me about my
school work, and Spends money on my education. This points to the
salience of precise direction, interest in school work, and 
preparedness to spend money. We have already noted that
specificity of terminal goal and evincing interest had salience in
this group as a whole. It can be seen that for the high 
achievers, Tells me what to do in addition to Tells me what I
should be and Asks me about my school work and spends money on my
education in addition to Takes interest in me have salience. This
indicates that in the construct system formed by the salience of 
these specific features, socialisation for achievement is 
characterised by specificity of ends as well as means. The 
generality implied in the expression of interest is made more 
specific by focusing on school work. This interest in school work 
also emerges in the second component and highlights its salience 
for overachievers. Only one element, grandfather, appears to be 
common to overachievers. In their culture grids, the loading for 
grandfather has the same sign as the salient constructs. This 
points to the importance attached to the older generation in the 
family. Overachievers appear to have an extra source of influence 
in their grandparents. The indication is that the influence of 
more than one generation is salient in the family experiences of 
overachievers.
The contrast with underachievers is quite stark. There do not 
seem to be any salient constructs which typify them. This is the
case with both the first and the second component. Among the 
elements, father and mother appear to be important to 
underachievers in particular. There is the indication here that 
parental influence is working on this group in isolation, 
unsupported by the traditional support sources (e.g. joint and 
extended family) which Asian cultures typically provide. In 
considering this group, it may be appropriate to to reiterate the 
point made about the two groups in general. As the two groups 
share the characteristics of terminal goal and expression of 
interest, there is now a basis to suggest that the domination of 
ends but absence of means is salient in case of the 
underachievers. This is in line with at least some anecdotal 
evidence about Asian children having unrealistic occupational and 
academic goals, unrealistic in this context implying the lack of 
knowledge about how to achieve the goals. The role of parents in 
this context appears peripheral in the sense of providing overall 
pointers to children but not going much further than that.
Culture Grids
There are four constructs which appear salient to overachievers 
and underachievers. They are: Is proud of being a Hindu/Muslim,
Likes to speak Gujarati, Likes Indian sweets, and Wants to go to 
India for a holiday. These suggest that maintenance of language, 
religious pride, attachment to food habits and to area of origin 
are salient to all the subjects. It can be seen that this defines 
ethnic experience of children at at least two levels. Language
and food habits emphasise ethnic experience on everyday basis. At
the higher level, there is a feeling of pride and a sense of
belonging, to the area of origin or to 'roots’.
Having noted the features which are common to both the groups, we
now turn to overachievers. One construct - Celebrates 
Hindu/Muslim festivals appears common to the three overachievers. 
This points to the salience of religious celebration. This 
construct can be seen as an elaboration of the sense of religious 
pride which was salient to all. The suggestion is that for the 
overachievers, religious pride as well as an outward expression of 
it through religious celebration, are salient. Feeling of 
religious pride is personal, subjective, and can defy definition. 
In contrast, the celebration of religious festivals is visible, 
clearly named and defined, and is social in nature. While the 
fundamental values and beliefs of a religion guide both 
manifestations, the addition of social dimension indicated in 
celebration of religious festivals make it a major form of 
socio-cultural experience. Celebrations like Diwali for the 
Hindus and Id-ul-fittar for the Muslims illustrate this. It seems 
that overachievers attach salience to a sense of religious 
identity as well as of the social experience related to it. There 
are two elements which have importance in this context from the 
point of view of overachievers. The elements are: grandfather
and sister. These two represent different generations and 
indicate a sense of continuity. It may be recalled that 
grandfather was seen to be important in relation to achievement
grids also and its implication in terms of family experience was 
noted then.
Now we follow this discussion by a consideration of the 
underachievers. Three constructs appear to be specific to this 
group. They are: Likes eating Indian food, Reads Gujarati
newspapers/magazines, and Spends time on Hindu/Muslim worship 
daily. The salience of these three constructs for underachievers 
means that Gujarati literacy in the home, maintenance of religion 
and of traditional food habits have salience for this group. It 
is interesting to note that the three constructs indicate 
fundamentalism in the way of life. There is a sharp contrast with 
overachievers who exhibited a selective attachment to own culture 
and appeared to have experienced a stronger sense of belonging to 
social group. Isolation generated by attachment to own culture 
which is of a fundamentalist kind seem to mark the underachievers.
Curriculum grids
Now we move on to consider the common characteristics of the two 
groups on the basis of curriculum grids. It seems that only one 
construct and one element are common to all. The relevant 
construct - Is interesting to me - points to interest as the most 
salient construct. Rhe element common to all is PE/games. The 
salience of interest points to the subjects’ ability to 
discriminate in various aspects of the curriculum. This is 
because judgement about something being interesting or not relies
entirely upon the criteria for such a judgement and these criteria 
are always highly personal in nature. It may be appropriate to 
suggest on this basis that the children certainly approach the 
curriculum with a critical attitude. The element PE/games is 
non-academic in nature and it would seem that other aspects of the 
curriculum do not seem to be important to the two groups.
Focusing on PE/games points to importance of physical activities, 
which might be source of enjoyment and a means of passing time but 
cannot lead to anything else.
Among the overachievers, there is only one construct which is 
common to the three subjects. The relevant construct is: Keeps
me out of trouble. The point was made earlier that the subjects * 
are expressing a critical view of the curriculum. This assertion 
is supported by the laissez- faire attitude which is salient for 
the overachievers. The implication of this construct is that 
there is no particular enthusiasm for the curriculum and the 
overachievers are only preferring to be tolerant of it. A further 
indirect support for this attitude to the curriculum is in the 
form of the element which is seen to be important. Drama appears 
as the only element common to the group. The pattern established 
by importance attached to PE/games is thus reinforced by focusing 
of yet another non-academic subject.
Now we consider the constructs common to the underachievers.
They are: Will help me in getting into higher education, Will
help me to get a good job, and Will help me in my ambition. This
indicates salience of the instrumentality of the curriculum with 
regard to higher education, job, and ambition as far as this group 
is concerned. The first point to make about the characteristics 
of the underachievers is that a high expectation from the 
curriculum is central in their construct system. The question 
therefore arises as to the relationship between the expectations 
and achievement. The observation here is that such a relationship 
is negative. Underachievement does not reflect the expectations 
from the curriculum. Recognising the problematic nature of this 
observation, a tentative explanation may take something like the 
following form. Given that on the whole, attitude expressed 
towards the curriculum is either critical using the criterion of 
interest or of a laissez-faire nature, overachievers do not see 
much point in expecting much from the curriculum. As agianst 
that, underachievers, though guided by the criterion of interest, 
still place their faith in the curriculum in a major way. 
Therefore, rather than starting with the assumption of positive 
association between high expectation of the curriculum and and 
high achievement, it may be more appropriate to consider other 
attitudes to the curriculum as well. Thus, if the group as a 
whole is dominated by salience of interest, the instrumentality of 
the curriculum loses in relevance. In brief, the underachievers 
are dominated by criteria which the curriculum probably cannot 
meet. Overachievers have probably recognised this and have 
preferred to adopt a laissez-faire attitude. The suggestion here 
is that not having any clearly-stated expectations is associated 
with overachievement.
We now summarise the main points of the above discussion before 
moving on to the next section. The overachievers are socialised 
for achievement through specific direction and interest in their 
school work. The underachievers are given distant goals by their 
parents and generality remains a characteristic feature. In the 
experience of culture and ethnicity, overachievers experience 
their religion in a social context in particular whereas the 
experience of the underachievers is marked by a degree of 
fundamentalism about language, food habits and religion. The 
overachievers maintain a laissez-faire attitude to the curriculum 
whereas underachievers probably have inordinately high 
expectations from the curriculum.
The above summary provides a convenient link with the next 
section in which we return to the three purposes of the deviant 
case analysis with which we began this chapter. It will be 
recalled that Denzin (1978) had suggested the following three 
purposes for the deviant case analysis: uncovering additional
relevant factors, refinement of measurement of statistical 
variables, and provision of a whole new theory.
Additional relevant factors
The consideration of overachievers has brought out several 
relevant factors. The first is parental interest in the child's 
work in school. The appearance of the construct relating to this 
not only highlights its importance but also means that it should
be operationalized as a separate grid or at least as a group of 
variables. Since the interest in school work needs to be 
well-informed, if it is not to degenrate into either idle 
curiosity or nagging of children, way needs to be found to 
operationalize parental attributes (e.g. their educational 
background as well as the understanding of the school curriculum) 
Last but not the least, in order to help parents understand the 
school curriculum, schools need to put across the curriculum to 
parents. This again opens up a group of additional factors about 
home-school relationships not so much in terms of co-operation 
between the two but more specifically in terms of making aims and 
objectives of the curriculum clear to parents. More specifically 
ways of operationalizing this need to be found. From the culture 
variables we noted that fundamentalism relating to aspects of 
ethnicity appeared to be salient for underachievers. This 
provides a point of departure for a further consideration of the 
role of ethnicity in educational achievement. This analysis has 
suggested that a basic view of ethnicity (e.g. as expressed in 
fundamentalism) needs to be built upon in the form of a second 
tier which encompasses wider social experiences. In other words, 
going beyond the markers like religion, language, and dress, the 
group dimensions of ethnicity, e.g. caste groupings, religious 
sect groupings, regional affiliations predating migration, form 
this second tier and appear to be the additional factors to be 
considered. It will be recalled that at least the first two of 
these emerged in Chapter Two on the review of research on 
Gujaratis abroad. In considering characteristics of the subjects
in terms of curriculum constructs we noted that high expectations 
was a characteristic of underachievers. Referring back to Chapter 
One, it may be recalled that Tomlinson (1981) had remarked on 
Asian parents' high expectations from schools and there was also a 
reference to the controversy about whether there was an Indianist 
view of education. The deviant case analysis has made it possible 
to go beyond the general belief about parental high expectations. 
While it is the case that the evidence from the underachievers 
relates to their own expectations of the curriculum, the more 
important point is that expectations cannot be meaningfully 
considered without a clarification about fundamental attributes of 
the curriculum like interest, appropriateness, and relevance.
This factor should be given a major consideration in studies 
relating to achievement.
Measurement of statistical variables
The four dependent variables which were initially used to assign 
the subjects to overachievement and underachievement categories 
also formed the basis of a composite variable which was used in 
deviant case analysis. The four dependent variables have been 
described in detail in Chapter Four on research procedures. To 
recapitulate, three variables concerned aspects of literacy and 
the fourth had its basis in Piagetian theory of cognitive 
development. The other feature of the variables was different 
forms of standardization which were used in constructing them.
Both the Kingston Test of Silent Reading and Schonell's Graded
Spelling Test were standardized on large representative samples of 
native English school populations, the norms were also subjected 
to revisions over time. The Vocabulary and Thinking Level tests 
were not standardized in the sense of having age-related norms and 
quotients. They were nevertheless based on careful item analyses 
and the items in both the tests were appropriate for an identical 
population, Hindi-speaking children of primary school age at 
school in India. In particular, the Thinking Level Test is tied 
to the Piagetian theory which has been dominant in education for 
some considerable time now. It will be recalled from Chapter Five 
describing the results of the regression analyses that while most 
of the independent variables failed to explain variance in the 
dependent variables, there was hint in some of the results 
concerning potential of Thinking Level Test as a measure of 
achievement. Taking that part of the results to add to the 
present discussion, it may be suggested that the Thinking Level 
Test can benefit from further refinement to make it more 
appropriate for the group under discussion, i.e. Gujarati 
children initially, and other Asian children eventually.
Provision of a new theory
This is the third, but by far the most exciting, purpose of 
deviant case analysis. Of the three domains - achievement, 
culture, and curriculum - culture provides quite considerable 
scope for development of a theory of educational achievement of 
Gujarati children. The distinction made earlier between the basic
level and second tier of ethnic experience is the starting point 
of the suggested theory. Ethnicity providing markers to groups of 
people on the basis of religion, language, culture, race, and many 
others, has the effect of categorising people. This 
categorisation is not qualitatively different from the more 
prevalent forms based on gender, class, dialect, and so on. It 
may be remembered that sociological studies of educational 
achievement have, in the past, implicated social class, linguistic 
codes, urban - rural differences, to name just a few. These 
studies, with the benefit of hindsight, can be seen to have given 
rise to eventual categorisation to the effect that 
underachievement is explained, or even explained away, in these 
terms. The proposed theory, therefore, moves away from similar 
categorisation in ethnic terms, and instead, seeks to focus on 
ethnic experiences. The argument here is that ethnic experiences 
are indicators or social processes which are predominantly ethnic 
in nature as well. To illustrate, maintenance of Gujarati 
language (and many other ethnic languages) is seen as symbol of 
ethnicity. Yet the diversity of attitudes shown by Gujaratis in 
this country to their language indicates that to consider it 
symbolic overgeneralises the matter unnecessarily. A possible 
theory of educational achievement of Gujarati children might take 
the following form.
In order to function successfully in a second culture, an 
individual needs to recognise own cultural self in an intense 
and dialectical way. The intensity reflects the emotional
attiudes as they develop. The dialectical form explains the 
process of interaction between the intensity experienced at 
the subjective level and social expereiences generated in own 
culture. The contention is that successful functioning in a 
second culture comes about as the individual is drawn deeper 
and deeper into these interactions. The first culture, far 
from being a starting point on the route to acculturation in 
the second culture, continues to exert strong educational 
influence and leads to educational achievement.
To conclude, this chapter describes the use of deviant case 
study approach for the three purposes indicated by Denzin.
It does so by describing the grids of subjects designated 
overachievers and underachievers first and then extracting 
salient features from them. The conclusions from these 
comparisons provide the basis for addressing the issues 
raised by Denzin. The chapter ends with a statement of a new 
theory which highlights the importance of ethnic experiences 
in strengthening a sense of cultural self and this is seen as 
chief contributor to educational achievement.
Statistical Supplement 
Figures for means and variation in Noori's grids.
Achievement Culture Curriculum
Construct Mean Variation Mean Variation Mean Variation
1 2.6 18.9 2.2 10.2 2.2 11.7
2 2.7 24.2 2.7 18.7 2.0 8.0
3 2.5 15.0 2.2 10.2 2.0 8.0
4 2.2 10.2 2.2 10.2 2.0 8.0
5 3.1 24.9 3.3 22.7 2.0 8.0
6 4.3 4.7 3.2 24.2 3.6 12.9
7 2.6 16.9 2.3 14.7 2.0 8.0
8 2.7 26.2 2.4 12.9 2.0 8.0
9 2.7 24.2 2.3 14.7 1.8 7.7
10 3.0 20.0 2.0 16.0 2.0 8.0
Table 7.1
Grid: Achievement Name: Noori School: A
Components
One Two
1 Father -.22 -.37
2 Mother -.59 .32
3 Uncle -.62 -.28
4 Aunt -.47 -.31
5 Grandfather -.68 -.28
6 Grandmother -.55 .03
7 Brother .46 .36
8 Sister 1.13 -.19
9 Male cousin .94 .23
10 Female cousin .92 .17
11 Teacher .30 -.58
12 Priest/Imam -.60 .90
Root 5.43 1.90
Tells me what to do. -.91 .26
Insists that I work hard. -.83 .29
Is pleased with my success -.51 .22
Gives me encouragement. -.15 .88
Tells me what I should be. -.87 . 16
Punishes if I do not do well. -.41 .72
Takes interest in me. -.82 -.09
Has high hopes for my education. -.90 .07
Asks me about my school work. -.80 -.43
Spends money on my education. -.76 -.41
Root 5.43 1.90
Table 7.2
Grid: Culture Name: Noori School: A
Components
One Two
1 Father -.15 .19
2 Mother -.92 .01
3 Uncle -.33 -.16
4 Aunt .14 -.48
5 Grandfather -.63 -.60
6 Grandmother .13 .07
7 Brother .22 .36
8 Sister .73 .57
9 Male cousin -.74 -.02
10 Female cousin .07 .56
11 Teacher 1.49 -.59
12 Priest/Imam -.00 .11
Root 4.77 1.78
Likes to eat Indian food. -.22 -.72
Likes wearing Indian dress. -.92 -.01
Is proud of being a Hindu/Muslim. -.67 .48
Likes to speak Gujarati. -.70 .32
Reads Gujarati newspapers/magazines. -.51 .02
Likes Hindi/Gujarati films. -.37 -.71
Celebrates Hindu/Muslim festivals. -.65 .20
Likes eating Indian sweets. -.71 -.60
Wants to go to India for a holiday. -.93 .09
Spends time on Hindu/Muslim worship daily. -.86 .11
Root 4.77 1.78
Table: 7.3
Grid: Curriculum School: A Name: Noori
Components
One Two
1 Assembly .24 .40
2 Languages/Story writing .47 -.22
3 Fletcher Maths -.07 -.20
4 PE/Games -.76 -.26
5 Poetry .17 .13
6 Art -.93 .07
7 Reading -.81 -.19
8 Drama -. 16 -.94
9 Visits -.14 .56
10 Topic .68 -.11
11 Religions .13 .58
12 Gujarati -.45 . 16
Root 3.15 1.96
Is useful to me. -.63 .59
Keeps me out of trouble. .10 -.81
Is interesting to me. -.67 .57
Brings out the best in me. -.20 .09
Gives me a chance to work on my own. -.82 -.03
Is difficult for me. .64 .34
Will help me in getting .58 .46
into higher education.
Will help me to get a good job. .51 .23
Will help me in my ambition. .29 -.24
Meets with my parents1 approval. -.69 -.43
Root 3.15 1.96
Figures for means and variations in Shashi's grids.
Achievement Culture Curriculum
Construct Mean Variation Mean Variation Mean Variati<
1 2.2 19.7 1.9 20.9 2.2 19.7
2 2.2 23.7 2.7 30.2 2.6 22.9
3 1.8 15.7 2.5 27.0 2.2 22.2
4 2.5 25.0 2.7 30.7 2.6 26.9
5 2.2 26.2 2.5 31.0 2.7 30.2
6 2.3 28.7 2.4 26.9 2.8 23.7
7 2.3 18.7 2.7 26.7 2.5 27.0
8 2.3 26.7 2.2 19.7 2.8 29.7
9 2.5 29.0 2.2 22.2 2.4 20.9
10 3.1 32.9 3.2 27.7 2.9 34.9
Table 7.4 School: A
Grid: Achievement Name: Shashi
Components
One Two
1 Father .73 .22
2 Mother .81 .16
3 Uncle .72 -.29
4 Aunt .75 -.30
5 Grandfather -1.02 -.04
6 Grandmother -1.10 .01
7 Brother -.01 -.95
8 Sister -.03 .59
9 Male cousin -.08 -.08
10 Female cousin -.00 .14
11 Teacher .15 .58
12 Priest/Imam -.92 -.03
Root 5.43 ■ 1.88
Tells me what to do. .69 .55
Insists that I work hard. .55 .07
Is pleased with my success. .54 -.35
Gives me encouragement. .96 -.08
Tells me what I should be. .89 .20
Punishes if I do not do well. -.03 .90
Takes interest in me. .81 -.34
Has high hopes for my education . .93 .21
Asks me about my school work. .62 -.62
Spends money on my education. .87 .19
Root 5.43 1.88
Table 7.5
Grid: Culture Name: Shashi School: A
Components
One Two
1 Father .42 -.63
2 Mother .22 .61
3 Uncle .29 .26
4 Aunt .24 -.12
5 Grandfather .44 .60
6 Grandmother .39 .37
7 Brother - 1.32 .02
8 Sister -1.04 -.36
9 Male cousin .38 .02
10 Female cousin .43 -.16
11 Teacher -.94 .46
12 Priest/Imam .47 .15
Root 4.99 1.75
Likes to eat Indian food. .69 -.21
Likes wearing Indian dress. .30 .67
Is proud of being a Hindu/Muslim. .83 .31
Likes to speak Gujarati. .82 -.43
Reads Gujarati newspapers/magazines. .88 .08
Likes Hindi/Gujarati films. .63 -.30
Celebrates Hindu/Muslim festivals. .62 -.57
Likes eating Indian sweets. .67 -.04
Wants to go to India for a holiday. .89 .22
Spends time on Hindu/Muslim worship daily. .50 .70
Root 4.99 1.75
Table: 7.6
Grid: Curriculum School: A Name: Shashi
Components
One Two
1 Assembly -.13 .73
2 Languages/Story writing .59 .15
3 Fletcher Maths -.03 -.69
4 PE/Games -.64 .25
5 Poetry .52 .23
6 Art -.70 -.21
7 Reading .96 .29
8 Drama -.22 -.72
9 Visits -.49 .41
10 Topic -.45 .30
11 Religions .28 -.55
12 Gujarati .33 -.19
Root 3.16 2.40
Is useful to me. -.84 -.31
Keeps me out of trouble. .78 -.49
Is interesting to me. -.84 -.12
Brings out the best in me. -.39 -.63
Gives me a chance to work on my own. .07 -.30
Is difficult for me. .50 -.32
Will help me in getting -.37 -.82
into higher education.
Will help me to get a good job. -.19 -.62
Will help me in my ambition. .32 -.11
Meets with my parents1 approval. .61 -.63
Root 3.16 2.40
Figures for means and variation in Meena's grids.
Achievement Culture Curriculum
Construct Mean Variation Mean Variation Mean Variation
1 2.7 24.2 2.7 24.2 2.7 14.2
2 2.7 24.2 2.8 23.5 3.2 12.2
3 2.7 24.2 2.8 27.7 2.0 14.0
4 2.7 24.2 2.8 27.7 3.0 18.0
5 2.7 24.2 2.7 24.2 2.0 12.0
6 2.7 24.2 2.7 20.7 4.4 4.9
7 2.7 24.2 2.8 27.7 2.3 14.7
8 2.7 24.2 2.7 24.2 2.5 15.0
9 2.7 24.2 2.7 24.2 3.1 18.9
10 2.7 24.2 2.7 24.2 2.7 24.2
Table 7.7
Grid: Achievement
School: B 
Name: Meena
Components
One Two
1 Father 1.00 -.03
2 Mother 1.06 .03
3 Uncle -.05 -.34
4 Aunt .74 -.08
5 Grandfather -1.44 .11
6 Grandmother .57 .20
7 Brother .40 -.09
8 Sister -1.44 .11
9 Male cousin -.39 -.40
10 Female cousin .07 -.22
11 Teacher .27 .67
12 Priest/Imam -.80 .06
Root 8.1980 .8595
Tells me what to do. .97 .18
Insists that I work hard. .98 .11
Is pleased with my success. .95 .06
Gives me encouragement. .95 .10
Tells me what I should be. .76 -.50
Punishes if I do not do well. .93 .27
Takes interest in me. .97 .18
Has high hopes for my education. .87 -.31
Asks me about my school work. .87 .23
Spends money on my education. .76 -.54
Root 8.1920 .8595
Table 7.8
Grid: Culture Name: Meena School: B
Components
One Two
1 Father -.77 -.41
2 Mother -.88 -.14
3 Uncle -.34 -.05
4 Aunt -.68 .35
5 Grandfather 1.33 -.01
6 Grandmother -1.12 -.00
7 Brother .32 -.51
8 Sister 1.20 .20
9 Male cousin .15 .02
10 Female cousin -.04 .19
11 Teacher 1.06 -.15
12 Priest/Imam -.24 .52
Root 7.74 .95
Likes to eat Indian food. -.82 -.47
Likes wearing Indian dress. -.65 .32
Is proud of being a Hindu/Muslim. -.90 -.37
Likes to speak Gujarati. -.98 .02
Reads Gujarati newspapers/magazines. -.90 .37
Likes Hindi/Gujarati films. -.93 -.08
Celebrates Hindu/Muslim festivals. -.96 -.03
Likes eating Indian sweets. -.74 -.39
Wants to go to India for a holiday. -.95 .23
Spends time on Hindu/Muslim worship daily. -.90 .37
Root 7.74 .95
Table: 7.9
Grid: Curriculum. School: B Name: Meena
Components
One Two
1 Assembly -1.19 -.50
2 Your own writing -.39 .42
3 Maths -.54 .11
4 PE .83 -.27
5 Handwriting .37 -.08
6 Art .01 -.78
7 Quiet reading .24 -.61
8 Drama -.11 .24
9 Dance .48 .24
10 Topic .49 -.01
11 Work with tv/tape recorder -.27 .43
12 Gujarati .08 .81
Root 3.32 2.48
Is useful to me. .36 .64
Keeps me out of trouble. -.01 -.61
Is interesting to me. .84 .22
Brings out the best in me. .61 -.51
Gives me a chance to work on my own. .23 -.74
Is difficult for me. .18 .70
Will help me in getting .73 .35
into higher education.
Will help me to get a good job. .86 .02
Will help me in my ambition. .76 -.24
Meets with my parents1 approval. .39 -.43
Root 3.32 2.48
Figures for means and variation in Reshma's grids.
Achievement Culture Curriculum
Construct Mean Variation Mean Variation Mean Variation
1 1.9 10.9 2.2 28.2 2.7 24.2
2 2.1 10.9 3.2 37.7 2.9 24.9
3 2.2 17.7 2.4 26.9 2.7 24.2
4 2.2 18.2 2.7 26.7 2.7 24.2
5 2.4 20.9 3.3 26.7 2.7 20.2
6 2.7 24.2 3.0 28.0 3.4 18.9
7 2.2 18.2 2.5 29.0 2.3 18.7
8 2.3 18.7 2.7 26.7 2.7 26.7
9 2.7 24.2 2.4 20.0 2.7 24.2
10 2.7 26.7 2.6 24.9 2.7 28.7
Table 7.10
Grid: Achievement Name: Reshma School: A
Components
One Two
1 Father .91 .28
2 Mother .91 .28
3 Uncle .27 .21
4 Aunt .21 .24
5 Grandfather -1.01 .67
6 Grandmother .47 -.34
7 Brother .07 .15
8 Sister -.93 -.68
9 Male cousin -.73 .26
10 Female cousin -.73 .07
11 Teacher -.20 -.72
12 Priest/Imam .75 -.42
Root 5.55 2.09
Tells me what to do. .81 .30
Insists that I work hard. .68 -.11
Is pleased with my success. .77 -.53
Gives me encouragement. .86 -.26
Tells me what I should be. .83 .43
Punishes if I do not do well. .87 .34
Takes interest in me. .81 -.45
Has high hopes for my education. .89 -. 16
Asks me about my school work. .03 .80
Spends money on my education. .44 .68
Root 5.55 2.09
Table 7.11
Grid: Culture Name: Reshma School: A
Components
One Two
1 Father -.67 -.45
2 Mother -.80 .02
3 Uncle -.23 .46
4 Aunt -.12 .45
5 Grandfather -.08 -.62
6 Grandmother -.56 .50
7 Brother .12 -.64
8 Sister 1.26 .14
9 Male cousin .46 -.02
10 Female cousin .15 -.19
11 Teacher 1.26 .15
12 Priest/Imam -.78 .19
Root 5.54 1.78
Likes to eat Indian food. -.83 -.07
Likes wearing Indian dress. .03 .03
Is proud of being a Hindu/Muslim. -.88 -.37
Likes to speak Gujarati. -.92 -. 16
Reads Gujarati newspapers/magazines. -.72 .64
Likes Hindi/Gujarati films. -.43 .81
Celebrates Hindu/Muslim festivals. -.60 -.71
Likes eating Indian sweets. -.96 .15
Wants to go to India for a holiday. -.61 -.09
Spends time on Hindu/Muslim worship daily. -.94 .06
Root 5.54 1.78
Table: 7.12.
Grid: Curriculum School: A Name: Reshma
Components
One Two
1 Assembly -.31 .06
2 Languages/Story writing .96 .09
3 Fletcher Maths 1.02 .00
4 PE/Games -1.05 .24
5 Poetry -.29 -.68
6 Art .27 .08
7 Reading .96 -.07
8 Drama .30 -.02
9 Visits -.46 .33
10 Topic -.98 .02
11 Religions -.03 .78
12 Gujarati -.30 -.84
Root 5.83 1.98
Is useful to me. .44 .17
Keeps me out of trouble. .47 -.83
Is interesting to me. .87 -.45
Brings out the best in me. .94 -.21
Gives me a chance to work on my own. .60 -.54
Is difficult for me. -.55 -.42
Will help me in getting .93 .07
into higher education.
Will help me to get a good job. .93 .26
Will help me in my ambition. .95 .27
Meets with my parents' approval. .69 .64
Root 5.83 1.98
Figures for means and variation in Sanjeev's grids.
Achievement Culture Curriculum
truct Mean Variation Mean Variation Mean Variation
1 2.7 34.7 1.8 13.7 2.0 8.0
2 2.6 30.9 2.9 14.9 3.0 8.0
3 2.7 24.7 1.3 14.7 2.7 20.6
4 2.4 22.9 1.3 14.7 2.1 8.9
5 2.7 28.7 2.5 19.0 2.0 8.0
6 2.3 24.7 1.7 26.7 2.3 30.7
7 2.3 24.7 1.6 20.9 2.3 30.7
8 2.2 20.2 2.4 22.9 1.8 7.7
9 2.7 28.2 2.7 22.7 1.8 7.7
10 2.5 25.0 2.7 22.7 1.8 7.7
Table 7.13
Grid: Achievement Name: Sanjeev School:
Components
One Two
1 Father .62 -.62
2 Mother .91 .08
3 Uncle .85 .05
4 Aunt .87 -.04
5 Grandfather -.69 -.14
6 Grandmother -.42 -.65
7 Brother -.24 .55
8 Sister -.51 .45
9 Male cousin -.53 .29
10 Female cousin -.57 .40
11 Teacher .85 .13
12 Priest/Imam -1.13 .50
Root 6.27 1.85
Tells me what to do. .52 -.61
Insists that I work hard. .42 .77
Is pleased with my success. .90 -.25
Gives me encouragement. .56 .79
Tells me what I should be. .84 -.38
Punishes if I do not do well. .87 .15
Takes interest in me. .88 -.05
Has high hopes for my education. .82 .07
Asks me about my school work. .96 -.12
Spends money on my education. .94 .07
Root 6.27 1.85
Table 7.14
Grid: Culture Name: Sanjeev School: A
Components
One Two
1 Father .59 .37
2 Mother .69 .28
3 Uncle .48 .53
4 Aunt .51 .39
5 Grandfather .22 -.31
6 Grandmother .41 -.27
7 Brother -.10 -.18
8 Sister -.03 -.63
9 Male cousin -.22 -.38
10 Female cousin .30 -.28
11 Teacher -.98 .20
12 Priest/Imam -1.88 .28
Root 6.15 1.59
Likes to eat Indian food. .85 -.38
Likes wearing Indian dress. .50 -.40
Is proud of being a Hindu/Muslim. .79 -.23
Likes to speak Gujarati. .79 -.23
Reads Gujarati newspapers/magazines. .81 .40
Likes Hindi/Gujarati films. .89 -.29
Celebrates Hindu/Muslim festivals. .92 -.30
Likes eating Indian sweets. .75 .34
Wants to go to India for a holiday. .83 .52
Spends time on Hindu/Muslim worship daily. .61 .68
Root 6.15 1.59
Table: 7*15
Grid: Curriculum School: A Name: Sanjeev
Components
One Two
1 Assembly .94 -.16
2 Languages/Story writing -.53 .60
3 Fletcher Maths -.69 -.46
4 PE/Games 1.03 -.20
5 Poetry -.04 .05
6 Art -.33 .17
7 Reading -.20 .76
8 Drama -.64 -.41
9 Visits -.17 -.07
10 Topic 1.05 -.07
11 Religions -.68 -.45
12 Gujarati .26 .26
Root 4.93 1.70
Is useful to me. -.36 .37
Keeps me out of trouble. -.80 .00
Is interesting to me. .75 .23
Brings out the best in me. .23 .36
Gives me a chance to work on my own. .44 .80
Is difficult for me. .62 .60
Will help me in getting -.79 .40
into higher education.
Will help me to get a good job. -.88 -.19
Will help me in my ambition. -.88 .30
Meets with my parents' approval. -.89 .29
Root 4.93 1.70
Figures for means and variation in Neha's grids.
Achievement Culture Curriculum
Construct Mean Variation Mean Variation Mean Variation
1 3.0 22.0 1.7 20.2 2.5 17.0
2 2.2 16.2 3.5 39.0 3.1 12.9
3 2.2 22.2 1.8 27.7 2.2 15.7
4 1.9 18.9 2.5 27.0 3.1 22.9
5 3.3 24.7 3.9 24.9 3.2 37.7
6 2.9 18.9 2.7 14.7 3.9 14.9
7 1.8 13.7 2.1 18.9 3.1 34.9
8 2.2 17.7 1.9 12.9 2.7 26.2
9 2.7 14.7 2.1 22.9 3.6 28.9
10 2.8 25.7 2.2 13.7 2.9 28.9
Table 7.16
Grid: Achievement Name: Neha School: B
Components
One Two
1 Father - 1.01 -.07
2 Mother -1.07 -.04
3 Uncle -.01 .11
4 Aunt .17 .03
5 Grandfather -.63 -.23
6 Grandmother -.72 -.21
7 Brother .84 .36
8 Sister .29 -.23
9 Male cousin .13 -.03
10 Female cousin .30 -.11
11 Teacher .04 .82
12 Priest/Imam 1.67 -.38
Root 6.82 1.13
Tells me what to do. -.73 .13
Insists that I work hard. -.93 .08
Is pleased with my success. -.91 -.05
Gives me encouragement. -.29 -.94
Tells me what I should be. -.78 -.20
Punishes if I do not do well. -.78 .33
Takes interest in me. -.84 .09
Has high hopes for my education. -.93 -.21
Asks me about my school work. -.97 .14
Spends money on my education. -.88 .03
Root 6.82 1.13
Table 7.17
Grid: Culture Name: Neha School: B
Components
One Two
1 Father -.67 -.30
2 Mother -.08 -.67
3 Uncle -.06 -.19
4 Aunt -.10 .30
5 Grandfather -.73 -.44
6 Grandmother -.90 .03
7 Brother -.37 -.20
8 Sister -.04 .15
9 Male cousin -.05 -.09
10 Female cousin -.17 .36
11 Teacher 1.64 -.14
12 Priest/Imam 1.54 -.14
Root 7.02 1.08
Likes to eat Indian food. -.89 .21
Likes wearing Indian dress. -.30 .85
Is proud of being a Hindu/Muslim. -.90 -.04
Likes to speak Gujarati. -.80 -.26
Reads Gujarati newspapers/magazines. -.63 -.37
Likes Hindi/Gujarati films. -.89 -.24
Celebrates Hindu/Muslim festivals. -.93 .14
Likes eating Indian sweets., -.95 .08
Wants to go to India for a holiday. -.97 .12
Spends time on Hindu/Muslim worship daily. -.89 -.08
Root 7.02 1.08
Table 7.18
Grid: Curriculum Name: Neha School B.
Components
One Two
1 Assembly -.50 .07
2 Your own writing .22 .58
3 Maths .92 .39
4 PE -1.06 .10
5 Handwriting -.69 -.43
6 Art -.95 -.11
7 Quiet reading .33 -.14
8 Drama .86 .03
9 Dance -.99 .13
10 Topic .03 .13
11 Work with tv/tape recorder .66 .07
12 Gujarati 1.17 -.55
Root 7.29 1.06
Is useful to me. -.81 -.13
Keeps me out of trouble. -.79 .14
Is interesting to me. -.84 .27
Brings out the best in me. -.94 -.05
Gives me a chance to work on my own. -.90 -.20
Is difficult for me. .39 -.86
Will help me in getting -.95 .01
into higher education.
Will help me to get a good job. -.96 -.02
Will help me in my ambition. -.82 -.41
Meets with my parents' approval. -.99 .01
Root 7.29 1.06
Chapter 8
Retrospect and Prospect
This chapter consists of two major sections. The first section 
is devoted to the lines of future research from the perspective of 
methodology; and develops, in particular, the implications of 
adopting strategies of triangulation (Denzin, 1978). The 
remaining part of the chapter draws on the preceding section to 
illustrate these strategies by making references to the literature 
on multicultural education.
The discussion focusing on triangulation is preceded by some 
general remarks about-replication studies. Research reports end 
with almost ritualistic statement about the need for further 
studies of a particular problem. This may appear to be necessary 
and even desirable to the writers but it is is also the case that 
some explanation of reasons for such studies can make the plea 
stronger as well as more convincing. Researches stand or fall 
depending on the nature of the variables employed in (3^ 0^  One 
major advantage of replication studies must be in terms of testing 
out the efficacy of variables. As Abell (1971, p. 4) has pointed 
out, the fact that variables take time to come to their 
equilibrium distributions often implies that there exists a
complex set of intervening variables. Uncovering the intervening 
variables can be one of the results of such studies. At least 
three further consequences of replication studies are noted by 
Blalock (1984, p. 160): a possibility of producing results more
compatible with theory, discovery of measurement artifacts, and 
persistent negative findings leading to "paradigm revolution" in 
Kuhn’s sense, or the more usual possibility of paradigm revision 
and clarification. The discussion of scope afforded by 
triangulation of data, theory, method, and investigator is 
conducted against the background this view of replication studies 
and the aim has been to point out the specific areas in which 
progress might occur.
This research called{llfeOquestion the received wisdom in 
multicultural education literature which implicated factors in 
Asian cultures in educational over-achievement of Asian pupils. 
When this paradigm was scrutinized by developing an appropriate 
'middle range' theory and putting it to rigorous testing, it did 
not stand up to that scrutiny. Before this paradigm, and the 
theory, are pronounced completely unsustainable, the appropriate 
scientific endeavour has to be in the form of a consideration of 
alternatives or alternative formulations. Denzin (1978) has 
suggested that a perspective of triangulation based on data, 
investigator, theory and methodology can offer scope for further 
progress from the stage, as has been the case in the present 
research, of unsustainability of a theory. Developing on his main 
contention that "the sociologist should examine a problem from as
many different methodological perspectives as possible" (Denzin, 
1978, p. 291)t he provides detailed examples of how triangulation 
might work for methodologies of participant observation and of 
unobtrusive measures. His treatment of methodological issues 
provides an excellent framework for charting ’the 
post-rejection-of-paradigm stage.' The discussion which follows 
takes the retrospective view of the present research as a starting 
point and considers the prospects offered by a triangulated 
perspective.
We begin with the first strategy, that of data triangulation. As 
noted in Chapter One, Gujarati children, even in schools with a 
large multicultural intake, form a residual group (Taylor and 
Hegarty, 1986). This was also the experience in this research and 
this point was elaborated in the chapter on Research Procedures. 
For this reason, data triangulation in the form of explicit search 
for "as many different data sources as possible" (Denzin, 1978, p. 
295) may be a very useful approach in replication studies on this 
theme, especially as large-scale, adequately- resourced research.
Writing about the Surinamese immigrants to the Netherlands, Van 
der Burg and Van der Veer (1986) noted that the prevailing 
stereotype among the Dutch was that Surinamese were Creoles. 
Pointing out that in fact 37% of the Surinamese, settlers were 
Hindustanis (this is Dutch usage), i.e. Hindus and Muslims, they 
compared such overgeneralization of groups to a similar one 
prevalent in Britain. It is quite possible that East Indians from
Guyana and Barbados feel a certain affinity with Asians from East 
Africa. Yet, invariably, East Indians get submerged in the 
overgeneralized category of West Indians. Also comparisons remain 
broad as between West Indians and Asians from India as well as 
from East Africa. From the point of view of data triangulation, 
future studies of Asian pupils might amend this situation by 
adding to the data base East Indians from the Caribbean in the 
same way as East African Asians are included.
Investigator triangulation stands for participation and 
involvement of a multiple group of researchers. There are two 
distinct implications of such a strategy when addressing the 
issues of the present research. The present researcher has 
brought to this research the perspective of a Gujarati immigrant 
who has belonged to a professional class in the country of 
adoption. As a category of immigrants, this is one of the several 
representing permutations and combinations of caste, class, 
employment situation, migration history, and interactions with the 
dominant society. In the situation of investigator triangulation, 
scope might be created for drawing on these categories of
immigrant experience, and, more importantly, also assess the 
investigator attitudes to constructs relating to achievement, 
culture and curriculum. There are at least two reasons for this. 
One, while a proposed large scale replicatory study might involve 
a number of investigators, they may not wish to ’elicit1 
constructs for sound methodological reasons. They may still have 
specific reactions to the 'provided' constructs. In the situation
of investigator triangulation, the reactions of individual 
investigators to ’provided’ constructs may critically affect the 
interactions with subjects who are completing grids. It is not 
necessary to assume that the reactions might be hostile and 
self-defeating, but to point out that researchers need to be aware 
of differential effects. One final point relates to the 
relationship between researcher and the subjects. As was pointed 
out in the chapter on Research Procedures, the present researcher 
was accorded warm hospitality in the two schools. He had the 
sense in interactions with the subjects that he was being 
perceived as an authority figure despite not having formal status 
in school. That this authority was ascribed and not earned did 
not seem to make any difference. The point made in Chapter Four 
about the possible acquiescence on the part of the subjects, 
especially girls, needs to be stressed again. The last 
’complication' seemed to arise from sharing of the Gujarati 
language, in that it not only cut across the formality of 
researcher-subject relationship, it probably increased ambiguities 
in relationship from the subject's point of view. This 
problematic of interaction situation may acquire additional 
significance in investigator triangulation. These are in terms of 
whether to treat the person speaking one's own language in a more 
friendly and informal manner, or keep distance as one would do 
with an English-speaker who also happens to be an outsider. There 
is also the question of ethnic minority languages being perceived 
by their speakers as inferior to the dominant language in power 
and prestige in society. In such an event the researcher from
such language groups may also be seen in a similar way. 
Elaboration and clarification of these issues would be a 
legitimate element in investigator triangulation.
Theory triangulation is very much a matter of well-ordered 
progression which takes into account both the state of the 
literature as well as the critical stance of the researcher. 
Denzin (1978, quoting Westie, 1957) outlines steps in theoretical 
triangulation thus:
(1) Completion of a comprehensive list of all existing 
propositions in a given area.
(2) Possible interpretations listed against" all these 
propositions.
(3) The conduct of research to determine whether pre-supposed 
empirical relationships exist.
(4) Discovery of those pre-supposed relationships which fail the 
empirical test.
(5) Subsequent empirical investigation, leading to selection of 
best interpretations from the many contradictory propositions 
initially formulated.
(6) Listing of propositions that passed and those that failed the
empirical test.
(7) Statement of a reformulated theoretical system based on the 
empirical test just applied.
The first four stages from the above listing have similarities 
with the development and execution of this research. The 
remaining three.stages contain issues which are addressed in this 
chapter in the form of lines for future research.
For theory triangulation to be attempted, attention needs to be 
focused on competing theoretical formulations. One competing 
theoretical formulation appears to have emerged from the 'deviant' 
case analysis reported in Chapter Seven. It may be recalled that 
in case 6f two of the three underachievers, extra-familial figures
appeared to be important to the subjects. This is opposite of the
A
theoretical stance which ascribed central importance to parents. 
Although there is a sense in which lack of influence of parents in 
case of the underachievers provides indirect support for the 
original theoretical position, it is important to be able to go 
beyond such 'indirect confirmation'. This can be done by 
postulating the role of extra-familial figures in educational 
achievement of ethnic minority children. This reasoning, while 
emanating from the present research has resemblance with other 
research as well. In Driver's (1977) research relating to West 
Indian pupils' educational achievement, there were two major 
findings. One pointed to differential levels of achievement
between boys and girls, the latter registering higher levels of 
achievement. The second was about the differential effects of 
parental influence on their children. It seemed that fathers’ 
influence on boys was relatively ineffective in comparison with 
mother’s influence on girls which was quite strong. There was 
thus evidence of gender-specific socialisation and internalization 
of parental values. Also, there was an extension of findings with 
regard to fathers’ lack of influence over the boys. Having been 
unresponsive to socialisation by fathers, the boys appeared to 
participate in thriving peer sub-cultures and receive the 
socialisation influences from this source. Driver indicated that 
the boys who were underachieving in school had leadership roles in 
these peer group sub-cultures. Driver's analysis resulted in a 
shift of focus and he went on to assert certain cultural 
competencies for the boys in leadership roles. From the 
perspective of the present discussion, the importance of Driver's 
findings is in acceptance of peer group socialisation as an 
alternative theory of educational achievement. Future research 
needs to be directed to testing out such a theory in relation to 
Gujaratis or any other cultural group. For such a theory to be 
tested, however, it would also be necessary to take a very full 
account of socialisation influences emanating from 'joint* or 
'extended' family. This mode of secondary socialisation is a very 
strong feature of Asian child's family experience and acts as a 
buffer between parental socialisation and peer group 
socialisation. The recognition of such a role is reflected in 
this research in the composition of achievement and culture grids.
Another competing theoretical formulation might derive from the 
role of language in socialisation for achievement. Bernstein's 
theory of linguistic codes has attributed differences in 
educational achievement to social class specific use of language 
(and linguistic codes). According to this view, the 'fit' between 
the language of the home and of the school gives certain groups of 
children (i.e. middle class) a very clear advantage and this is 
reflected in their educational achievement as well as access to 
higher education. There is an interesting implication for ethnic 
minority children here, especially those who learn English as a 
second language (ESL). The ESL pedagogy is based almost entirely 
on a strong foundation in grammar. Asian children learning 
English from teaching methods based on this view of language find 
it possible to have access to the kind of language which would be 
typified in Bernstein's schema as 'elaborated' code, approximating 
to middle class speech. Full implications of the theory of codes 
from the perspective of ESL have not been researched into and 
there may well be a case for such research. There is certainly a 
parallel for this form of reasoning in recent work on 
underachievement of West Indian children. Gibson and Barrow 
(1986) focused on differential ability in use of English language 
as one major reason for educational underachievement of West 
Indian pupils. They also found that these pupils encountered 
difficulties in understanding their English teachers. One of 
their recommendations has been a plea for provision of ESL support 
for West Indian pupils.
Now we move on to a consideration of methodology triangulation.
Vue.
Because of the range of meanings attributed to culture concept,
A
from high culture to popular culture and sub-cultures, it would
seem that this polymorphous concept may provide.appropriate
A
context for research strategies employing methodology 
triangulation. Burtonwood (1986) has drawn attention to the 
difficulties of operationalizing Culture' in research on 
achievement. He also points out that efforts to operationalize 
this concept invariably result in a slide away from culture as a 
way of life to some aspect of high culture. That such a slide may 
not be entirely for the good becomes clear in some of the 
questions Yates (1986) poses while discussing the value of 
ethnographic studies. He sees potential for this method in 
studies involving comparative analysis of culture within &&-■ 
multicultural education context. According to him, these studies 
could seek answers to questions like whose cultures qualify for 
inclusion and by what criterion, and to what precisely in 
organization and content of school life should the culture of its 
participants relate? His other suggestions about the themes in 
which ethnography would be the most appropriate method now follow. 
The complexity of Asian cultures with divisions of religion, caste 
and class, the cultural territory of the school, and the attitude 
to be taken towards high culture may be considered from this 
perspective. The last theme, in particular, appears to acquire 
particular significance in view of its relationship with the 
debate surrounding teaching of mother tongues of ethnic minority 
pupils the possibilities it creates for^teaching of literatures of
/  K / f ' \
these languages. It seems that in this case sociology may not
(v*--
only contribute to theoretical advances in culture concept, it can
/\
also converge on policy-related matters.
As Bhachu (1985) reminds us^'assumed pathology" implicit in 
classification of 'cultural values as problems' is the result of 
an ethnocentric perception. The subjects of her study, the 
Ramgarhia Sikhs were described as twice migrants because of their 
previous experience of settlement in East Africa. In spite of 
greater familiarity of this group with Western cultural values, 
some of the aspects of their culture still seemed to invite 
problem categorisation. The prevalence, influence and dialectics 
of cultural values among Gujaratis and other Asians can therefore 
benefit from the research employing the approach of 'a grounded 
theory'. The present research has brought out problems and 
possibilities associated with the study of popular and traditional 
forms of culture from the perspective of Gujarati children. This 
can serve as a useful basis to build upon.
A relatively neglected methodology in the study of education of 
ethnic minority children is the use of secondary sources and a 
whole range of unobtrusive measures. It will be recalled that 
references were made to positive and negative stereotyping of 
Asian and West Indian pupils by teachers and schools. We also
noted, in Chapter Three, proposition by Berelson and Steiner
A
indicating the general tendency among dominant social groups to 
stereotype minorities negatively especially when they happen to be
weak and disadvantaged. It is highly likely that this theme would
be most appropriate for study by unobtrusive methods. Clearly,
this can add to studies of educational achievement as well as
disadvantage. Rex (1986, p. 216) has gone further and suggested 
V "
that .Rampton and Swann reports and the manner in which each report 
A  {feXioVVef
reached its conclusions should be regarded as a central
W
topic of research. The reports are a conceptual ragbag which 
makes them ideal for analysis from the point of view of 
unobtrusive methods.
Suggestions for further research
It may now be appropriate to make a brief statement about the 
directions further research might take. Clearly, the development 
of axiomatic theories provides scope for testing widely-held 
beliefs and opinions and thus helps advances to be made in 
theories. This is particularly important in a practice-dominated 
area like multicultural education in which excessive concern with 
policy can have the effect of politicizing the field (not a bad 
outcome!) and^similar kind of concern with practice can result in 
•stagnation (not a desirable outcome!).
A number of sociological ideas and concepts can provide starting 
points for theory-oriented researches as yet another type of 
theory development in multicultural education. For example, in 
industrial societies, increasing urbanization and 
industrialization, have been known to result in "alienation11 of
workers, and others. Ethnic minorities who have predominantly 
originated from rural backgrounds and have become wage earners in 
industrial countries of Europe form a different kind of worker 
population from their European counterparts, who were essentially 
internal migrants. Does the concept of "alienation" apply to 
Indian or Pakistani workers in any of the industrial countries of 
Europe? If there might be differences in the application, are 
they the differences of degree or kind?
References have already been made to the discussion conducted by 
Rex on the subject of "altruistic solidarity" as a possible 
explanation of achievement behaviour of Asian pupils. Clearly, 
this idea is seminal and future research might explore its full 
potential. Such research, however, has to be large-scale as the 
types of solidarity experienced by individuals and groups are 
several with particular ideologies informing them. This line of 
research may be of particular interest from the point of view of 
contrasts between the Asians and the West Indians as well. The 
concern about underachievement of West Indian pupils has been 
expressed fairly uniformly. Does this indicate existence of 
solidarity among the West Indians? Are descriptions like "culture 
of resistance" adequate from theoretical point of view? Are they
i/
not detracting from the the possibility of there being types of 
solidarities parallel with cultural characteristics of West Indian 
groups?
Another line of research which may be interesting concerns
interactions between different principles of social
O-'
stratification. In terras of Asians of^professional class, 
aspiring to upward social mobility in Britain, there appear to be 
interactions resulting from three different principles. A Hindu 
professional person has a social rank based on caste status.
Next, the professional status gives a social class position. 
Finally, ethnicity confers another (in case of Asians, inferior by 
virtue of colour) status in British society. In the research 
reported by Cohen (1985), it was found that for the upwardly 
mobile Asian professionals, ethnicity was not a positive resource. 
On the basis of one marker of social class status - residence in a 
middle class London suburb, the Asian professional families 
experienced social isolation as a result of social discrimination 
by neighbours and other residents in the area. The ambivalence 
created in social status as a consequence of triple interaction is 
of considerable significance from the point of view of 
stratification theories. The well-established connection between 
education and social class may also need to be re-examined from 
the point of view of ethnic minorities. In short, a fruitful area 
of research is likely to be processes of stratification and their 
implications for the educational progress of ethnic minority 
pupils.
The final point about possibilities for further research relates 
to the notion of achievement, including educational achievement.
If there is a differential value placed on educational achievement 
by various cultural groups, does that not make the concept too
wide and generalized? In that situation, does the concept have 
o^
any use from research point of view? While educational 
achievement can be legitimately regarded as a social construct, 
there are many problems with such a construct if the definition of 
social construct is not anchored within beliefs and attitudes of 
particular social groups. The implication is that while 
achievement/underachievement present one paradigm, another 
paradigm might be educational achievement or its alternative. It 
can be seen immediately that such a paradigm has the effect of 
neutralizing the negative meaning of the concept.
Sociology has addressed the issue of educational success and
failure within the wider framework of equality of educational
opportunity. In the post welfare state era, however, it may be
difficult to sustain this framework except at an idealistic level.
As the pressure mounts to replace the welfare state in its present
shape, . fields like multicultural education, with its
dependence on resource allocation of welfare state kind, can
A
naturally come under similar pressure. Theory-oriented researches 
in this area of education can be of benefit by helping with the 
re-orientation of the field. Therein may not only lie the best 
hope for the field, it might help in its development into a 
discipline in its own right. Then multicultural educationists 
would not need apologia for their activities.
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Appendix - One
Tables for Results of Regression Analyses (Chapter Five)
Hypothesis One. Association between Parental ambition 
and Children’s achievement.
Table Three A. Intercorrelations
Reading Spelling Vocabulary Thinking Fam
Level
Spelling 0.504
Vocabulary 0.064 0.181
Thinking Level 0.075 0.157 0.208
Fam -0.243 -0.123 -0.082 -0.322
Mam 0.030 -0.249 0.009 -0.288
Table Three B. Regression Results.
Fam Mam 2
Coefficient Coefficient R
(SE) (SE) (adj.)
Reading
Spelling
Vocabulary
Thinking
Level
-0.4986
(0.2466)
0.0909
(0.2558)
-0.1669
(0.2628)
-0.2337
(0.2495)
0.3721
(0.2466)
6.855
-0.3111
(0.2558)
0.1233
(0.2628)
-0.1279
(0.2495)
4.655
Table Three C. Interactions.
Intercorrelations.
Reading Spelling Vocabulary Thinking Level 
Param -0.003 -0.113 0.224 -0.128
Reading
Spelling
Param
Coefficient
(SE)
0.0035
(0.1890)
- 0 .1112
(0.1878)
Regression Results.
2
R
(adj.)
Vocabulary 0.2242 
(0.1842)
Thinking
Level
-0.1278
(0.1874)
0
1.655
Hypothesis Two. Association between teachers’ ambitions 
for children and children’s achievement.
Table Four A. Intercorrelations
Reading Spelling Vocabulary Thinking Level
Fam -0.243 -0.123 -0.082 -0.322
Mam 0.030 -0.249 0.009 -0.288
Strambl 0.089 0.220 -0.019 -0.266
Stramb2 -0.098 0.226 -0.007 -0.144
Fam Mam Strambl
Mam -0.687
Strambl 0.269 0.240
Stramb2 -0.029 0.269 -0.765
Fam = Father’s ambition. Mam = Mother’s ambition.
Strambl = Strain between teacher’s and father's ambition 
Stramb2 = Strain between teacher’s and mother's ambition.
Table Four B. Regression Results
2
Fam Mam Strambl Stramb2 R
Coefficient Coefficient Coefficient Coefficient (ad,
(SE) (SE) (SE) (SE)
Reading -0.4463 0.3419 0.1093 -0.0763 0
(0.3343) (0.3100) (0.3600) (0.3769)
Spelling 0.1201 -0.2860 0.1745 0.0123 0
(0.3416) (0.3168) (0.3679) (0.3851)
Vocabulary -0.3091 0.2302 -0.2303 0.2401 0
(0.3541) (0.3284) (0.3814) (0.3993)
Thinking -0.5807 0.0532 -0.7772 0.4816 19.8%
Level (0.2991) (0.2773) (0.3221) (0.3372)
Hypothesis Three. Association between parental
direction and children’s achievement.
Table Five A. Intercorrelations.
Reading Spelling Vocabulary Thinking Fdi
Level
Fdi 0.057 -0.017 0.155 0.016
Mdi -0.089 -0.099 0.134 -0.376 -0.606
Fdi = Father’s direction. Mdi = Mother’s direction.
Table Five B. Regression Results
2o 
R '
(adj.) 
0
0
0
Fdi Mdi
Coefficient Coefficient
(SE) (SE)
Reading 0.1747 -0.1947
(0.2385) (0.2385)
Spelling 0.0682 -0.1403
(0.2403) (0.2403)
Vocabulary 0.1165 0.0638
(0.2386) (0.2386)
Thinking Level 0.3856 
(0.2114)
-0.6098
(0.2114)
17.9%
Pardir
Reading
Spelling
Vocabulary
Thinking
Level
Table Five C. Interactions.
Intercorrelations 
Reading Spelling Vocabulary Thinking Level 
0.051 -0.074 0.072 -0.511
Regression Results
2
Pardir R
(adj.)
Coefficient
(SE)
0.0513 0$
(0.1887)
-0.0739 0%
(0.1885)
0.0723 0%
(0.1885)
-0.5114 23.5%
(0.1624)
Hypothesis Four. Association between teacher’s direction 
and children’s achievement.
Table Six A. Intercorrelations.
Reading Spelling Vocabulary Thinking Level
Fdi 0.057 -0.017 0.155 0.016
Mdi -0.089 -0.099 0.134 -0.376
Strdirl 0.168 0.163 -0.163 0.176
Strdir2 0.079 0.109 -0.179 -0.186
Fdi Mdi Strdirl
Mdi -0.606
Stardir1 -0.122 -0.119
Stardir'2 -0.054 -0.354 -0.707
Fdi = Father’s direction. Mdi = Mother’s direction.
Strdirl = Strain between teacher’s and father’s direction.
Strdir2 = Strain between teacher’s and mother’s direction.
Table Six B.
Fdi Mdi Strdirl Strdir2 2
Coefficeient Coefficient iCoefficient Coefficient R
XSE) (SE) (SE) (SE) (adj
Reading 0.1793 -0.2342 0.1324 0.0592 0
(0.2637) (0.2853) (0.2957) (0.3209)
Spelling 0.0851 -0.1985 0.1058 0.0996 0
(0.2654) (0.2871) (0.2975) (0.3229)
Vocabulary 0.0633 0.1785 -0.0361 -0.2206 0
(0.2607) (0.2821) (0.2923) (0.3173)
Thinking 0.2598 -0.4615 0.4505 -0.3549 21.5%
Level (0.2235) (0.2418) (0.2506) (0.2720)
Hypothesis Five. Association between parental support
children’s achievement.
Table Seven A. Intercorrelations.
Reading Spelling Vocabulary Thinking Level Fen
Fen -0.298 -0.071 -0.099 -0.097
Men -0.060 -0.053 -0.108 -0.096 -0.617
Fen = Father’s support. Men = Mother’s support.
Table Seven B. Regression Results
Fen Men 2
Coefficient Coefficient R
(SE) (SE) (adj.)
Reading -0.4203 0.1991 4.7%
(0.2302) (0.2302)
Spelling -0.0617 -0.0149 0
(0.2438) (0.2438)
Vocabulary -0.0516 -0.0764 0
(0.2428) (0.2428)
Thinking Level -0.0602 
(0.2430)
-0.0591
(0.2430)
0
Parsup
Reading
Spelling
Vocabulary
Thinking
Level
Table Seven C. Interactions.
Intercorrelations.
Reading Spelling Vocabulary Thinking Level
-0.135 0.212 -0.128 0.056
Regression Results.
Parsup
2
Coefficients R
(SE)
(adj.)
-0.1332 0.0%
(0.1872)
0.2122 1.1%
(0.1847)
-0.1277 0%
(0.1874)
0.0555 0%
(0.1887)
Hypothesis Six. Association between teacher’s support and
children's achievement.
Table Eight A Intercorrelations
Reading Spelling Vocabulary Thinking
Level
Fen -0.298 -0.071 -0.099 -0.097
Men -0.060 -0.053 -0.108 -0.096
Strsupl 0.262 0.343 -0.011 -0.305
Strsup2 -0.039 0.120 -0.117 -0.519
,Fen Men Strsupl
Men -0.617
Strsupl 0.070 0.057
Strsup2 -0.216 -0 .155 -0 .707
Fen = Father’s support. Men = Mother's support.
Strsupl = Strain between teacher's and father’s support. 
Strsup2 = Strain between teacher's and mother's support. 
Table Eight B Regression Results
Reading
Spelling
Vocabulary
Fen Men Strsupl Strsup2 
Coefficient Coefficient Coefficient Coefficient
(SE) (SE) (SE) (SE)
-0.3202 0.2233 0.5113 -0.3663
(0.2319) (0.2233) (0.2627) (0.2684)
0.0180 0.0059 0.5269 -0.2575
(0.2439) (0.2349) (0.2763) (0.2823)
-0.0081 -0.0672 0.1186 -0.1891
(0.2604) (0.2508) (0.2950) (0.3015)
0.0711 -0.0339 0.1452 -0.6322
(0.2242) (0.2159) (0.2539) (0.2595)
R
(adj.) 
10.7%
1.2%
0
16.55
Hypothesis Seven. Association between traditionalism of parents
and children's achievement.
Table Nine A. Intercorrelations
Reading Spelling Vocabulary Thinking Level Fli
Fli -0.025 -0.098 -0.027 -0.085
Mli - 0.099 -0.073 0.027 -0.040 -0.021
Table Nine B. Regression Results
Reading
Spelling
Vocabulary
Fli
Coefficient
(SE)
- 0.0230
(0.1915)
-0.0965
(0.1911)
-0.0279
(0.1923)
Mli
Coefficient
(SE)
-0.0981
(0.1915)
- 0 .0712
(0.1911)
0.0274
(0.1923)
2
R
(adj.) 
0
Thinking Level -0.0846 
(0.1916)
-0.0387
(0.1916)
0
Parli
Reading
Spelling
Vocabulary
Table 9 C Interactions.
Intercorrelations.
Reading Spelling Vocabulary Thinking Level
-0.282 0.150 -0.283 -0.020
Regression Results.
Parli 2
Coefficient R
(SE) (adj.)
-0.2822 n.7%
(0.1813)
0.1502 0
(0.1868)
-0.2834 4.7%
(0.1812)
Thinking Level -0.0204 
(0.1889)
0
Hypothesis Eight. Association between teacher support for
parental traditionalism and childrenTs
achievement.
Table Ten A. Intercorrelations.
Reading Spelling Vocabulary Thinking Fli Mli Strhabl
Level
Fli -0.025 -0.098 -0.027 -0.085
Mli -0.099 -0.073 0.027 -0.040 -0.021
Strhabl 0.184 0.274 -0.024 -0.110 0.348 0.116
Strhab2 0.195 0.435 0.138 -0.049 0.078 0.169 -0.573
Fli = Father’s traditionalism. Mli = Mother’s traditionalism.
Strhabl = Strain between teacher attitude to parental traditionalism 
and father's traditionalism.
Strhab2 = Strain between teacher attitude to parental traditionalism 
and mother’s traditionalism.
Table Ten B. Regression Results.
Fli Mli Strhabl Strhab2 2
Coefficient Coefficient Coefficient Coefficient R
(SE) (SE) (SE) (SE) (adj.)
Reading 0.0268
(0.2106)
-0.0654
(0.1978)
0.1188
(0.2562)
0.1176
(0.2427)
0
Spelling -0.0620
(0.1941)
0.0012
(0.1823)
0.0084
(0.2361)
0.4258
(0.2237)
6.5%
Vocabulary -0.0740
(0.2115)
0.0486
(0.1987)
-0.1858
(0.2574)
0.2464
(0.2438)
0
Thinking
Level
-0.1474
(0.2124)
-0.0528
(0.1995)
-0.1898
(0.2585)
0.0392
(0.2449)
0
Hypothesis Nine. Association between parental contact with
Gujarati and children's achievement.
Table Eleven A Intercorrelations.
Reading Spelling Vocabulary Thinking Fcg
Level
Fcg 0.119 0.128 0.141 -0.007
Meg 0.222 0.121 0.130 0.172 -0.242
Fcg = Father’s contact with Gujarati.
Meg = Mother's contact with Gujarati.
Table Eleven B Regression Results.
Reading
Spelling
Vocabulary
Fcg
Coefficient
(SE)
0.0693
(0.1929)
0.1052
(0.1958)
0.1159
(0.1954)
Meg
Coefficient
(SE)
0.2051
(0.1929)
0.0954
(0.1958)
0 .1020  
(0.1954)
2
R
(adj.) 
0
Thinking Level -0.0519
(0.1951)
0.1847
(0.1951)
0
Table Eleven C Interactions. 
Reading Spelling Vocabulary Thinking Level 
Parlang 0.017 -0.064 0.224 0.320
Regression Results.
Reading
Spelling
Parlang
Coefficient
(SE)
0.0707
(0.1885)
0.0643
(0.1886)
Vocabulary 0.2236 
(0.1842)
Thinking
Level
0.3204
(0.1790)
2
R
(adj.) 
0
0
1.6%
7.1%
Hypothesis Ten. Association between teacher attitude to
parental language contact and children’s
achievement.
Table Twelve A Intercorrelations
Reading Spelling Vocabulary Thinking Fcg Meg Strlanl
Level
Fcg 0.119 0.128 0.141 -0.007
Meg 0.222 0.121 0.130 0.172 -0.242
Strlanl 0.036 -0.020 -0.240 -0.263 0.699 0.156
Strlan2 -0.068 -0.089 -0.135 -0.411 0.194 0.701 -0.606
Fcg = Father’s contact with Gujarati.
Meg = Mother’s contact with Gujarati.
Strlanl = Strain between teacher attitude to parental contact with 
Gujarati and father's contact with Gujarati.
Strlan2 = Strain between teacher attitude to parental contact with 
Gujarati and mother’s contact with Gujarati.
Table Twelve B Regression Results
Fcg Meg Strlanl Strlan2 2
Coefficient
(SE)
Coefficient
(SE)
Coefficient
(SE)
Coefficient
(SE)
R
(adj.)
Reading 0.4458
(0.5730)
-0.0397
(0.5964)
0.5483
(0.7933)
-0.3414
(0.7955)
0
Spelling 0.9238
(0.5658)
-0.7157
(0.5890)
1.2072
(0.7834)
-1.1435
(0.7856)
0
Vocabulary -1.0980
(0.5302)
1.2417
(0.5519)
-1.7867
(0.7340)
1.6051
(0.7361)
9.3%
Thinking
Level
-0.0121
(0.5363)
-0.2686
(0.5582)
0.0806
(0.7424)
-0.6508
(0.7445)
1.2%
Hypothesis Eleven. Association between parental ethnic
pride and Children's achievement.
Reading
Fep -0.364
Mep 0.092
Reading 
Spelling 
Vocabulary 
Thinking Level
Table Thirteen A Intercorrelations
Spelling Vocabulary Thinking Fep
Level
-0.224 -0.132 -0.019
-0.009 0.056 -0.190 -0.322
Table Thirteen B Regression Results
Fep
Coefficient
(SE)
-0.4394
(0.1839)
Mep
Coefficient
(SE)
0.2335
(0.1839)
2
R
(adj.) 
12.1%
-0.2462
(0.1977)
0.0703
(0.1977)
- 0.1676
C0.2004)
0 .1102
(0.2004)
-0.0469
(0.1994)
0.2052
(0.1994)
Parep
Reading
Spelling
Vocabulary
Thinking
Level
Table Thirteen C Interactions
Reading Spelling Vocabulary Thinking Level
0.160 0.296 -0.290 -0.098
Regression Results
Parep 2
Coefficient R
(SE) (adj.)
-0.1601 0%
(0.1865)
-0.2962 5.5%
(0.1805)
-0.2900 5.1%
(0.1809)
-0.0982 0%
(0.1881)
Hypothesis Twelve. Association between teacher attitude to
Parental ethnic pride and children’s
achievement.
Table Fourteen A Intercorrelations
Reading Spelling Vocabulary Thinking Fep Mep Strethl
Level
Fep -0.364 -0.224 -0.132 0.019
Mep 0.092 -0.009 0.056 0.190 -0.322
Strethl 0.257 0.172 0.015 -0.343 0.722 0.535
Streth2 0.033 0.057 -0.094 -0.350 0.163 0.812 -0.566
Fep = Father’s ethnic pride. Mep = Mother’s ethnic pride.
Strethl = Strain between teacher’s attitude to parental ethnic 
pride and father’s ethnic pride.
Streth2 = Strain between teacher’s attitude to parental ethnic 
pride and mother’s ethnic pride.
Table Fourteen B Regression Results
Fep Mep Strethl Streth2 2
Coefficient Coefficient Coefficient Coefficient R
(SE) (SE) (SE) (SE) (adj.
Reading -0.5492
(0.2936)
0.6367
(0.3184)
-0.0876
(0.3358)
0.5105
(0.3592)
13.355
Spelling -0.2988
(0.3273)
0.2668
(0.3550)
-0.0413
(0.3744)
0.2482
(0.4005)
0
Vocabulary -0.2290
(0.3338)
0.0446
(0.3620)
-0.1063
(0.3817)
-0.0351
(0.4084)
0
Thinking
Level
-0.3812
(0.2962)
-0.1929
(0.3212)
-0.5873
(0.3387)
-0.2362 11.855 
(0.3624)
Hypothesis Thirteen. Association between parental approval of
academic curriculum and children’s
achievement.
Table Fifteen A Intercorrelations
Reading Spelling Vocabulary Thinking Pal Pam Par
Level
Pal 0.146 -0.227 0.004 -0.127
Pam 0.124 0.126 0.111 -0.440 -0.348
Par -0.150 -0.288 -0.189 -0.382 0.309 0.122
Pat -0.221 0.031 0.002 -0.130 -0.110 -0.046 -0.141
Table Fifteen B Regression Results
Parental approval of :
Language
Pal
Coefficient
(SE)
Maths Reading 
Pam Par 
Coefficient Coefficient 
(SE) (SE)
Topic
Pat
Coefficient
(SE)
2
R
(adj.
Reading 0.1201
(0.2150)
0.0845
(0.2037)
-0.0701
(0.2042)
-0.2286
(0.1954)
0
Spelling -0.4486
(0.1945)
0.2261
(0.1843)
-0.4167
(0.1848)
0.1287
(0.1768)
13.5%
Vocabulary -0.1082
(0.2191)
0.1209
(0.2077)
-0.2128
(0.2082)
0.0383
(0.1992)
0
Thinking Level -0.1085 
(0.1748)
-0.4575
(0.1657)
-0.4668
(0.1661)
-0.0317
(0.1589)
30.1%
Hypothesis Fourteen. Association between children’s personal
satisfaction with academic curriculum and 
their achievement.
Table Sixteen A Intercorrelations.
Reading Spelling Vocabulary Thinking Psyow Psmath Psread
Level
Psyow 0.145 -0.108 -0.124 -0.248
Psmath 0.138 0.067 0.137 0.115 -0.237
Psread 0.008 -0.154 -0.216 -0.151 -0.497 0.105
Pstopic -0.056 0.297 -0.123 0.240 0.114 0.061 -0.010
Table Sixteen B Regression Results
Children’s personal satisfaction with :
Language
Psyow
Coefficient
(SE)
Maths
Psmath
Coefficient
(SE)
Reading
Psread
Coefficient
(SE)
Topic
Pstopic
Coefficient
(SE)
2
R
(adj.)
Reading 0.1419
(0.2464)
0.0913
(0.2134)
-0.0525
(0.2371)
-0.0336
(0.1984)
0
Spelling -0.0277
(0.2355)
0.0788
(0.2039)
-0.1354
(0.2266)
0.3003
(0.1896)
0
Vocabulary -0.1033
(0.2406)
0.1415
(0.2083)
-0.1488
(0.2315)
-0.1246
(0.1937)
0
Thinking Level -0.2852
(0.2318)
0.2072
(0.2007)
0.0108
(0.2231)
0.2196
(0.1867)
0.9%
Hypothesis Fifteen. Association between parental approval of
Gujarati and children’s achievement.
Table Seventeen A Intercorrelations
Reading Spelling Vocabulary Thinking Level
Pag -0.005 0.300 0.171 -0.062
Table Seventeen B.
Parental approval of Gujarati
(Pag) 2
Coefficient R
(SE) (adj.)
Reading -0.0050 0
(0.1890)
Spelling 0.3002 5.8%
(0.1803)
Vocabulary 0.1710 0
(0.1862)
Thinking Level -0.0619 0
(0.1886)
Hypothesis Sixteen. Asociation between instrumentality of Gujarati
and children's achievement.
Table Eighteen A Intercorrelations
Reading Spelling Vocabulary Thinking Level
log 0.252 0.152 0.048 -0.340
Table Eighteen B Regression results.
Instrumentality of Gujarati
log 2
Coefficient R
(SE) (adj.)
Reading 0.2256 1.7%
(0.1841)
Spelling 0.1328 0
(0.1873)
Vocabulary 0.0344 0
(0.1889)
Thinking Level -0.3718
(0.1754)
10.7%
Hypothesis Seventeen. Association between instrumentality of
academic curriculum and children’s
achievement.
Table Nineteen A Intercorrelations
Reading Spelling Vocabulary Thinking lorn Iol lor
Level
lorn -0.309 -0.013 -0.102 -0.050
Iol -0.113 -0.124 -0.008 -0.321 -0.264
lor -0.153 -0.244 -0.120 -0.429 0.122 -0.535
lot 0.082 0.423 -0.007 0.067 -0.356 -0.115 -0.219
Table Nineteen B Regression Results
Instrumentality of
Maths
lorn
Language
Iol
Reading
lor
Topic
lot
Coefficient Coefficient Coefficient Coefficient R
(SE) (SE) (SE) (SE) (adj.)
Reading -0.5309
(0.2131)
0.2032
(0.2300)
-0.4002
(0.2330)
0.3349
(0.1993)
10.7%
Spelling -0.3498
(0.1912)
0.1722
(0.2063)
-0.5187
(0.2090)
0.6411
(0.1788)
28.1%
Vocabulary -0.2224
(0.2363)
0.1822
(0.2551)
-0.2687
(0.2584)
0.1100
(0.2211)
0
Thinking Level -0.1846
(0.2109)
-0.0416
(0.2277)
-0.4822
(0.2306)
0.2427
(0.1973)
12.5%
Appendix Two
Measures 
Measures of ’g*
Subtests from Non-verbal Test BD (NFER)
Subtest - Similarities
On the right are given seven figures. From these, subjects are 
asked to choose two which are most like the three given on the 
left.
Subtest - Analogies
Five figures are given in the box on the right and are designated 
'D1. Three figures designated A, B, and C are given on the left 
in separate boxes. The subject is told that in each row Figure A
is to B as Figure C is to one of the Figures D. The subject is
told to underline the Figure in D that bears the same relation to
Figure C as B does to Figure A.
Subtest - Series
Five figures are given on the right in separate boxes and 
numbered 1 to 5. On the right, a series of five connected boxes 
are provided of which one is a blank. The subject is told that 
the figures in the five spaces on the left are in order, except 
that one is missing. The subject is asked to find one one figure 
from the five on the right which should take the place of the 
empty space on the left and underline it.
Raven’s Coloured Progressive Matrices
There are three subtests - A, AB and B. In A, the subject is 
asked to choose one of the six pieces to fit into the main design 
which has one piece missing. In AB and B, three discrete figures 
are provided and the subject is asked to find one figure (from the 
six numbered figures below) which should be the fourth figure to 
complete the set of four.
Reading: The Kingston Test of Silent Reading (Hebron, 1956,
1969).
The test is in the form of a story and uses the cloze procedure,
i.e. the procedure of removing important words embedded in the 
test.The words which the subject is asked to supply constitute
items of the Reading Test. The following practice example from 
the test illustrates the procedure:
John and Mary lived in London with their father and (1). They 
were ten (2) old. The subject answers the test by providing the 
first letters of the missing words (1) m and (2) y.
Spelling: Graded Word Spelling Test A by F.J.Schonell
Instructions for administering this test and details of 
interpretation are to be found in: Schonell, F.J. (1955, 1970)
Reading and Spelling Tests: Handbook of Instructions. Edinburgh:
Oliver and Boyd.
In this test words to spell are read out loudly to the group of 
subjects together. Each word is given twice and is also embedded 
in a meaningful sentence as illustrated by the following two 
examples taken from the source cited above:
nNet. The fish was caught in a net. Write net.11
"Can. Can you do this? Write can.”
Vocabulary
This test is in the form of 40 pairs of words. Subjects are 
asked to look at a pair at a time and indicate whether the meaning 
of the two words in the pair is same or opposite. The examples
give are:
High Low are Opposite. Angry Furious are Same.
Thinking Level Test
There are seven items requiring problem solving in this test.
The nature of the answer selected from the five answers provided 
indicates one of the three stages of thinking (Pre-operational, 
Concrete operational, Formal operational) in accordance with 
Piagetian theory. An illustration follows:
John’s pet rabbit was injured by a car and became lame. Some 
months after the accident, she produced a litter. Which of the 
following describes what the babies would probably be like?
A. All of them would be lame because the mother was.
B. Most of them would be lame because but not all of them 
because father was not lame.
C. Most of them would not be lame because the father was not 
lame.
D. None of them would be lame because the mother’s lameness was 
due to an accident.
E. Only one of them would be lame because the mother was lame.
The answer key which is followed is as under:
Answers A, E indicate Pre-operational stage of thinking.
Answers B, C indicate Concrete operational stage of thinking.
Answer D indicates Formal operational stage of thinking.
The forms for achievement, culture and curriculum grids follow in 
the next three pages, pp. 388 - 390.
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Appendix Three
’Pilot1 interviews
Interviews were conducted with four Gujarati girls who were not 
to be included in the group to be studied. These girls came from 
two fourth year classes. The interviews were carried out in the 
Summer Term of the School Year prior to the main phase of data 
collection taking place in the following Autumn Term. The four 
girls left at the end of Summer Term to start in the secondary 
school. The information from the interviews is organised 
thematically. There were five themes: self-description,
teachers, adults, ambitions, and experience of success (situations 
and reasons). The children were first asked to describe how they 
saw themselves. One subject saw herself as having "so many 
ambitions" and, as someone who liked "going out to places". The 
ambitions included "to sqeeze toothpaste out of tube and put it 
back in again", "to see the queen", "to get "0" and "A" levels", 
"to go to the United States", "to get a good job" and "to learn to 
swim". The second subject saw herself as "kind, helpful and 
cute". She also said, "sometimes I get angry"; and "I make other 
people laugh". The third subject described herself as "a Muslim 
girl" and "nice-looking, clean and pretty". The fourth subject 
saw herself as "active and successful". A general comment on the
above is that these subjects, at eleven, have very positive views 
of themselves, are becoming aware of ambitions; and also of 
desirability of having particular qualities in order to achieve 
the ambitions. The humour of one of the remarks is indicative of 
self-assurance as much as other positive self-descriptions.
When they were asked about what attributes or qualities they saw 
in their teachers, all the four subjects had positive observations 
to make. Two of the subjects described their teachers as "kind” 
and the other two described them as "nice". In one case, 
reference was made to teacher being "black" and the rest of the 
observations from this subject showed that this was a purely 
factual observation. Apart from being described as "kind", she 
was also noted as someone who "never told me off". Two other 
qualities of the teachers were also noted: (1) their humour; and
their helpfulness. One subject said the teacher "tells/makes 
jokes" and is "funny". One subject said "when we are stuck, she 
helps us". Another subject said the teacher "helps a lot".
Another remarked that the teacher "gives directions properly". 
These perceptions point to the possibility of good working 
relationships between teachers and pupils arising out of positive 
attitudes.
Next children were asked about what they thought of grown-ups.
Two described them as "alright". Also they referred to 
contradictory behaviour in adults. One said: "they care a lot"
and that "old people can be bossy". Second referred to adults
being "a bit bossy". Referring to her mother, she said that she 
was "nice" but "sometimes she gets a bit angry". The third said 
adults can be "kind" or "horrible". The fourth subject referred 
to adults as "kind, helpful, funny" and as "bossy, stubborn". The 
four subjects had very clear perceptions and appeared to go beyond 
description of sentiments. The awareness of contradictions in 
human behaviour is very striking and does show some social 
maturity in that all the qualities referred to are meaningful in 
social contexts.
When asked about what they wanted to be when they grew up, the 
four subjects were very clear about their ideas and mentioned 
actual professional name/status as well. One wanted to be an 
interpreter of German and Gujarati. (She had lived in Germany and 
had started to speak German in a primary school before coming to 
England). The second subject explained what her father wanted her 
to be. She said he wanted her to be a chemist. Her own desire 
was to be a nurse. The third said she wanted to be a bank 
manager. She explained helpfully that most people in her family 
were bank managers. When asked for more explanation she said that 
her two uncles were bank managers. The fourth subject said that 
she wanted to be a nurse. She also realised she will "have to be 
prepared to work long hours". There is a degree of realism about 
these observations. Either adults are providing role-models or 
clear directions or having had particular experience (e.g. 
knowledge of German) provides help in formulating future goals. 
There is also a further indication of realism when one subject
recognises the need for "0" levels and the other subject 
recognising the need "to be prepared to work long hours".
Children were also asked to describe situations in which they 
wanted to succeed and were successful. They were also asked to 
give reasons for their success. One said that she wanted a 
computer and got it. As to what she had to do for it, she said 
she had to be "good" and that she got it when she "started to nag" 
(her parents). The second subject mentioned her success in 
tidying up and in hoovering the carpets. She also mentioned a 
science project she did during the holidays. Her teacher praised 
it as good. She attributed her success to having the right books 
at home. Her father had "books about biology and science 
dictionaries". The third subject attributed her success in 
playing rounders to her ability to catch. The fourth subject said 
she came first in race because she ran as fast as she could. She 
wanted to be in the School Play; and she said that she could get 
a place (as a replacement for someone else) because she went to 
the drama club. There is a considerable similarity in these 
accounts. Success is attributed simultaneously to effort and 
ability. There is also a hint that support has been forthcoming 
from parents. Overall, there is objectivity in viewing success. 
The interviews described here have turned out to be a very 
rewarding exercise. Not only they provided a very realistic basis 
for considering constructs related to achievement, they 
highlighted the areas of children’s experience which were 
meaningful to them. Thus, it was possible to bear children’s own
definitions of success in mind; and present the relevant ideas to 
them in language that would be meaningful to them.
